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ABSTRACT 
This research investigated the impact of Education Queensland's employment policy 
and practices for beginning secondary teachers appointed on temporary engagement. 
The context was the public secondary school sector within the state of Queensland, 
Australia. The study was set within a context of the changing nature of work from 
full-time permanent employment towards casual, fixed-term contracts, temporary 
and part-time employment, a trend reflected in the employment patterns for teachers 
within Australia. 
Two broad categories of literature relating to the research problem of this thesis were 
reviewed, namely the beginning teacher and permanency or tenure. The focus in the 
research literature on beginning teachers was the professional experiences of teachers 
within the classroom and school. There was a paucity of research that considered the 
working and industrial conditions of temporary employment for beginning teachers 
or the personal and professional implications of this form of employment. The 
review of the context and literature was conceptualised as a Beginning Temporary 
Teacher Theoretical Framework which served to inform the study. 
Using a qualitative case study methodology, the research techniques employed for 
the thesis were semi-structured interview and document analysis. A simultaneously 
conducted research project in which the researcher participated entitled 'Winning the 
Lottery? Beginning Teachers on Temporary Engagement' foregrounded this thesis in 
terms of refining the research question, contributing to the literature and in the 
selection of the participants. For this case study the perspectives of four distinct yet 
inter-related categories of professionals were sought. These included four beginning 
secondary teachers, three school administrators, a Senior Personnel Officer with 
Education Queensland, and a representative from the Queensland Teachers' Union. 
The research findings indicated that none of the beginning teachers or other 
professionals viewed starting a career in teaching on temporary engagement as the 
ideal. The negative features identified were the differential treatment received and 
the high level of uncertainty associated with temporary employment. Differential 
treatment tended to indicate 'less' entitlements, in terms of access to induction and 
professional development, recreational and sick leave, acceptance by and 
expectations of other colleagues, and avenues of redress m gnevance cases. 
Moreover, interviews indicated a high level of uncertainty in terms of starting within 
the teaching profession, commencing at a new school, and a regular income. In 
addition, frequent changes in schools and/or cohmts of students exacerbated levels of 
uncertainty. 
The beginning teachers reported significantly decreased motivation, self-esteem and 
sense of belonging, and increased stress levels. There was an even more marked 
negative impact on those beginning teachers who had experienced a higher number 
of temporary engagements and schools in their first year of teaching. Conversely, 
strong staff support and a reasonable length of time in the one school improved the 
quality of the beginning teachers' experiences. The overall impact of being on 
temporary engagement resulted in delayed permanent position appointments, 
decreased commitment to particular schools and to Education Queensland as the 
employing authority, and for two of the beginning teachers, it produced a desire to 
seek alternative employment. 
The implementation of Education Queensland's policies relating to working 
conditions and entitlements for these temporary beginning teachers at the school 
level was revealed to be less than satisfactory. There was a tendency towards 'just-
in-time' management of the beginning teacher on temporary engagement. The 
beginning teachers received 'less-than-messages' about access to and use of 
departmental documentation, support through induction and professional 
development, and their transition from temporary to permanent e~ployment. 
To ensure a more systematic, supportive and inclusive process for managing the 
temporary beginning teacher, a conceptual framework entitled 'Continuums of 
Tension' was developed. The four continuums included permanent employment -
temporary employment; system perspective - individual perspective; teaching as 
a profession - teaching as a job; and the permanent beginning teacher -
university graduate. The general principles of the human resource policies of 
Education Queensland were based on a commitment to permanent employment, a 
system's perspective, viewing teaching as a profession and a homogeneous group of 
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permanent beginning teachers. Contrasting with this, the beginning teacher on 
temporary engagement tended to operate from the position of temporary employment 
and a perspective that was individually based. Their primities therefore included the 
'occupational' aspects of being a temporary teacher striving to become permanent. 
Thus there existed a tension or contradiction between the general principles of 
human resource policies within Education Queensland and the employment 
expeliences of beginning teachers on temporary engagement. 
The study proposed three actions for resolution to address the aforementioned 
tensions. The actions included: (a) the effective provision and targeted 
communication of infmmation; (b) support, induction and professional development; 
and (c) a coordinated approach between Education Queensland, Queensland 
Teachers' Union, the Universities and the beginning teacher. These actions are 
fm1her refined to include: (a) an induction kit to suppm1 the individual through the 
pre-employment to permanent employee phases, (b) an extrapolation of the roles and 
responsibilities of Education Queensland personnel charged with supporting the 
beginning temporary teacher, and (c) a selies of recommendations to effect a 
coordinated approach amongst the key stakeholders. 
The theoretical and conceptual frameworks have provided a means of addressing the 
identified needs of the beginning teacher on temporary engagement. As such, this 
study has contributed to the research literature on teacher employment and 
professionalism and aims to provide a beginning temporary teacher with managed 
professional and occupational support. 
KEYWORDS: 
Beginning Teacher; Teacher Tenure; Casualisation; Temporary Engagement; 
Teaching Contracts; Induction and Professional Development; Broken Patterns of 
Employment; Temporary Employment; Temporary Teachers; Permanency. 
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CHAPTER ONE 
BEGINNING TEACHERS ON TEMPORARY ENGAGEMENT: 
STATEMENT OF THE RESEARCH PROBLEM 
Refining the Research Question 
According to Marshall and Rossman (1995: 16) initial research questions often come 
from 'real-world observations, dilemmas, and questions that have emerged from the 
interplay of the researcher's direct experience, tacit theories, and growing scholarly 
interests'. The impetus for this study initially stemmed from my professional 
practice. In my role as Deputy Principal, firstly in a Preschool -Year 12 school in a 
remote location in Queensland, Australia and currently in a large metropolitan 
secondary school, I have taken an interest in the personal welfare and professional 
development of a number of beginning teachers appointed to these schools. 
What emerged from my conversations with the specific group of beginning teachers 
on temporary engagement was a concern with the difficulties associated with 
obtaining permanency. As an employee of Education Queensland, my role includes 
articulating, supporting and implementing the policies and practices of Education 
Queensland, and at the same time supporting the individual beginning teacher in the 
school. The 'tension' between these two responsibilities underpins my initial 
motivation to explore this topic as a doctoral thesis. My interest also evolved through 
previous academic studies in educational administration, leadership and 
management. 
An education doctorate, one type of professional doctorate, has according to Brennan 
(1998:72) been designed to be undertaken whilst the candidate, as a part-time 
student, is engaged in full time professional work. Such doctorates are justified in 
terms of their relevance and utility for workplaces, with an emphasis on the applied 
dimensions to meet the needs of professionals in their field/workplaces (Brennan, 
1998:73-84; see also Shanahan and Maxwell, 2000). 
The intent of this dissertation, described within this and subsequent chapters, is 
aligned to the above stated purposes of an education doctorate. This thesis 
investigates the employment by Education Queensland of the beginning secondary 
teacher on temporary engagement. The context of this study is the public secondary 
school sector within Queensland, Australia. The employing authority is Education 
Queensland (formerly known as the Department of Education, Queensland). The 
specific research question is: 
How do temporary engagements, as an employment strategy of Education 
Queensland, impact on the beginning secondary teacher? 
Associated with this research question are a number of guiding hypotheses, the 
purpose of which, as suggested by Marshall and Rossman (1995:37) are to illustrate 
some possible directions for the research. The hypotheses are that: 
1. Access to professional development and training and induction practices is 
significantly affected by the temporary employment status of a beginning 
teacher. 
2. Being employed on a temporary engagement affects the job security, 
commitment and satisfaction of a beginning teacher. 
3. The casualisation of the teaching workforce impacts on the choice of teaching 
as a career for a beginning teacher. 
4. Differential policies and practices exist for beginning teachers on temporary 
engagement as compared to beginning teachers employed on a permanent 
basis. 
5. Being on a temporary engagement affects the beginning teacher's ability to 
establish relationships with members of the school community. 
6. There are a number of factors, beyond that of the performance and 
competency of a beginning teacher, that determine the appointment of a 
teacher to a permanent position. 
Underlying these hypotheses is the assumption that permanency rather than 
temporary employment is the preferred option for most beginning secondary 
teachers. This assumption is supported by the findings of a study of 211 beginning 
primary and secondary teachers employed on temporary engagement (Tromans, 
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Daws, Limerick and Brannock, 2001:30). This study found that 84% of the 
participants indicated that they wished to be, or to remain permanent employees with 
Education Queensland. Further support comes from a study conducted by Bourke 
(1993:64-71) of casual primary teachers in New South Wales. He found that 45% (of 
130 surveys received) expressed a preference for permanent part-time or job-shming 
teaching and that 6% expressed a preference for permanent full-time teaching. This 
compares with a 12% preference for relief casual teaching, 5% for long term block 
teaching and 18% for supply teaching. Although these studies did not distinguish 
between beginning and experienced teachers, the overall preference was for some 
form of permanent rather than temporary employment. 
'Beginning teacher, temporary engagement, contract of employment, permanency, 
and tenure' - these are the terms deemed to be pivotal to explicating the resem·ch 
question addressed in this dissertation. In what follows, these terms m·e defined to 
minimise the potential for misunderstanding and to promote a shared understanding 
of their meaning for this thesis. It should be noted that the terms 'temporary 
engagement' and 'permanency' are technical or operational terms used by Education 
Queensland and have been defined from 'in house' documents. The other terms have 
been defined from a review of the research literature. 
Beginning teacher, neophyte, newly qualified teacher, novice, and probationary 
teacher are all terms used to describe an individual in the initial stage of teaching. 
This stage is broadly described as the transitional period from being a student 
teacher, having undertaken a preparatory teacher education program at a college or 
university, to being a teacher undertaking their first full-time or part-time teaching 
position within a school or similar institution. Marlow, Inman and Betancourt-Smith 
(1997:212) qualify the definition by including a time period of 'ten or fewer years' as 
the beginning teacher stage. The first phase of 0 to 4 years is classed as the 'true' 
beginning teacher and the second phase of 5 to 10 years is classed as the 
'experienced' beginner. This study is primarily concerned with the first phase. 
Although the documents provided by Education Queensland do not define the term 
beginning teacher, there is an operational understanding that, regardless of the time 
period, a teacher remains on the status of beginning teacher until they receive a 
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permanent position with Education Queensland. A caveat placed on this operational 
understanding is that the 'beginning teacher status' is void if the teacher finds 
employment outside of Education Queensland and then returns and gains 
employment with Education Queensland even though they may be in the early stages 
of their career. 
The term temporary engagement refers to the temporary employment of a teacher, 
by Education Queensland for a specified period of time. The time period for each 
temporary engagement ranges from a minimum of six days to a maximum of twelve 
months (Department of Education Manual, 1994:HR-0114). The term contract of 
employment is to be found in some of the literature on beginning teachers from the 
United Kingdom and the United States of America. The term is not used within the 
documentation of Education Queensland, since there is in fact no contract of 
employment for teachers on temporary engagement. Education Queensland 
documentation that refers to temporary teachers and temporary engagements 
provides infmmation on procedures for the length of the engagement, selection 
process, professional development, management of unsatisfactory performance and 
conditions of employment (Department of Education Manual, 1994:HR-01/4). 
However, it should be noted that 'contracts' or 'teaching contracts' are the terms 
commonly used by employees of Education Queensland. 
Permanency is the preferred term used by Education Queensland to signify the 
granting of tenure. An offer of permanency can be made by Education Queensland 
at any time be it as part of the initial appointment to a school or after/during a 
temporary engagement or series of temporary engagements. The actual confirmation 
of a beginning teacher's appointment and the granting of permanency occur after the 
successful completion of a nine-month probationary period. It is dependent upon 
Education Queensland's receipt of the 'Teacher on Probation: Confirmation of 
Appointment Report (PCA-1345)' (Department of Education Manual, 1993/S:HR-
04/1), completed by personnel within the school in which the beginning teacher is 
located. 
The term tenure is not commonly used within the context of Education Queensland. 
The reason for its inclusion in this thesis is that the literature refers to tenure rather 
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than permanency. Within the United States of Amelica, teacher tenure as defined by 
Stlike and Bull (cited in Peterson, 1995:68) is the 'long term secmity of employment 
and seniolity plivileges that follow a 1- to 3- year probationary peliod', and 
represents a long term commitment by the employing authmity to the teacher. The 
terms tenure and permanency will be used interchangeably throughout this thesis. 
All of these tetms will be clitically examined in the context of the policy and 
research literature. 
Figure 1.1 diagrammatically represents the way in which teachers are employed 
within Education Queensland. The beginning teacher on temporary engagement, the 
focus of this study, is located within the larger employee group of pennanent and 
temporary employees within Education Queensland. The Board of Teacher 
Registration, as the teacher registration autholity for all Queensland teachers and the 
Queensland Teachers' Union, as the main industlial body for teachers within the 
public education system have been included in the figure. Their relationship to the 
beginning teacher on temporary engagement is discussed in more detail in Chapter 2. 
Figure 1.1. provides a picture of the field within which this study is located. 
Thesis Outline 
The purpose of this chapter is to provide a blief outline of the research question with 
the guiding hypotheses and a definition of the terms, together with an account of the 
remaining seven chapters that make up this thesis. In Chapter 2, the context 
surrounding the beginning temporary teacher is explored in tetms of the general 
changes in the nature of work from typical to atypical forms of employment, and an 
exploration of changes to teacher employment practices over the last thirty years 
within and outside of Australia. As such, the trend for some beginning teachers in 
Australia has meant that temporary employment is now part of their employment 
pattern. In addition, there are early indications of significant concerns associated 
with temporary employment for teachers, and more specifically for beginning 
teachers. 
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The trend towards temporary employment is then examined by considering the way 
in which Education Queensland, as the major employing authority, the Queensland 
Teachers' Union as the main industrial body for teachers, and the Board of Teacher 
Registration, as the teacher registration authority, operate in terms of their guidelines, 
policies, and practices. Conducting research into this field is justified in tenns of 
existing gaps in the research together with the potential of this thesis to significantly 
extend knowledge of temporary employment within the beginning teacher 
experience. 
Having established the context and justification for the thesis, the literature is 
reviewed in Chapter 3. The two broad categories of literature critiqued are the 
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beginning teacher experience and tenure and/or permanency. The first aspect 
considers the beginning teacher via an exploration of: the professional dimension and 
teacher career models, the perceived problems and descriptions of their experiences, 
induction processes and programs, their socialisation into the profession and 
workplace, and the changing focii of research conducted in the field of the beginning 
teacher. The second aspect to the review considers tenure and pe1manency and the 
occupational dimension of being a temporary employee. The literature review 
examines temporary employment within a bureaucracy, within a higher education 
context, as an industrial consideration, as part of the quest for permanency, as a 
contractual mnngement and in relationship to commitment. From the critique 
emerges a theoretical framework entitled 'Beginning Temporary Teacher Theoretical 
Framework'. 
The research design is fully documented in Chapter 4. In the early stages of the 
literature review it became appm·ent that there was a lack of research in the field of 
temporary employment of beginning teachers within Education Queensland. As a 
result, in 1998/99 I jointly conducted a research project entitled 'Beginning Teachers, 
Temporary Engagement and Permanency' with personnel from the Queensland 
University of Technology and Education Queensland. A full account of the project 
has been incorporated as Appendix 1 and is entitled 'Winning the Lottery? 
Beginning Teachers on Temporary Engagement'. The purpose of conducting the 
project was to provide a broad overview and quantitative picture to: (a) determine the 
issues suiTounding temporary engagement from the beginning teachers' perspective; 
(b) ascertain the extent of those issues; (c) analyse the data to determine the major 
findings; (d) select from the respondents to the questionnaire, the participants for this 
thesis; and (e) utilise the findings to inform this thesis. Although not a chapter in its 
own right Appendix 1 needs to be read in conjunction with this thesis. 
The research design incorporates not only that foregrounded survey, but also a 
qualitative case study involving four categories of pmticipants. This chapter covers 
the rationale for the selection of case study, selection of the participants, data 
collection methods, data management and analysis, and ethical considerations. 
Chapter 5 is linked to Chapter 4 in that it describes how the research design was 
enacted in the field. It provides a detailed account of the trial of the interview 
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questions, accounts of the conduct of the interview, profiles of the interviewees, and 
commentary on the documents used. 
The analysis of the data is presented as Chapters 6 and 7. Chapter 6 captures the 
themes that related to the people dimension - becoming and remaining a teacher, the 
personal and professional impact of temporary employment, and gaining 
permanency. Chapter 7 captures the paper and policy dimension - Education 
Queensland policy documents, induction, access to professional development, and 
obtaining a Suitability Rating. The analysis integrated the Beginning Temporary 
Teacher Theoretical Framework. 
Chapter 8 draws the preceding chapters together and re-conceptualises the research 
problem, the literature, and the theoretical framework through the lens of the analysis 
of the data. The conceptual framework developed as a result is designed in two 
parts. The first entitled 'Continuums of Tension' identifies and explains the 
underpinning tensions that operate between the dominant perspective of Education 
Queensland through its policies and practices and the beginning temporary teacher's 
perspective through the account of their experiences. The second part entitled 
'Actions to Resolve the Tensions' draws out the implications for both the policy and 
practice of the identified significant stakeholders - Education Queensland, 
Queensland Teachers' Union, the Universities and the beginning temporary teacher. 
Limitations of the research and areas for further investigation are documented. 
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CHAPTER TWO 
LOCATING THE BEGINNING TEMPORARY TEACHER: 
THE CONTEXT AND JUSTIFICATION FOR THE STUDY 
The purpose of this chapter is to provide the context for the study of the beginning 
temporary teacher, together with a justification for conducting research within that 
context. The context is explored as two dimensions. The first, and broader 
dimension, includes the general changes occuning in the nature of work and a review 
of employment practices for teachers within and outside Australia over the past thirty 
years. The second, and more specific dimension, explores the employment 
guidelines, policies and practices of three organisations within which the beginning 
teachers within this study operate. The first organisation is Education Queensland 
(formerly the Deprutment of Education, Queensland) which is the largest teacher 
employing authority in Queensland. The second organisation is the Queensland 
Teachers' Union, which is the main industrial body for Queensland teachers, and the 
third is the Board of Teacher Registration whose function is the registration of all 
teachers wishing to teach in Queensland. The final section within this chapter 
outlines a justification for the need to conduct research, with the beginning 
temporary teacher as the focus set within the context described below. The emerging 
issues are identified and incorporated as stage one in the development of the 
beginning temporary teacher theoretical framework that begins to conceptualise the 
beginning teacher experience on temporary engagement. 
Changes in the Nature of Work and the Employment Practices for Teachers 
Caldwell (1998) asserted that within Australia profound changes were occurring in 
the nature of work and views held about what constitutes a job'. Broadly this change 
as described by Caldwell (1998:19) was 'having fewer people in permanent, full-time 
employment with one employer over the course of a life-time, and more people in 
contract or casual employment, often part-time, with many employees over the 
course of a life-time, often in quite different areas of work' (see also Campbell and 
Burgess, 1997; Castro, 1993). Furthermore, Morrison (1999:169) indicated that 
temporary work was also increasing within the professional occupations and that 'in 
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1992, 10% of professionals were employed on a temporary basis; (but) by 1995 the 
figure stood at 14%'. 
Changes in the Types and Forms of Employment 
The shift to atypical employment fmms has been recognised by Cordova (1986:642-
644). The atypical forms are of three types: self-employment, atypical contracts 
(temporary work agencies, subcontracting, secondments), and clandestine 
employment (undeclared or family work, foreigners without valid work pe1mits and 
work in micro-enterplises). Cordova (1986) stated that contracts of employment are 
of indefinite duration and that fixed term contracts are: 
for a specific job or service, for cyclical or seasonal work, for casual, 
occasional or intermittent work, for the temporary substitution of other 
workers and for more flexible modes of tlial employment (Cordova, 
1986:644). 
Beginning teachers on temporary engagement fall within the 'atypical contract' 
category of employment since they tend in the main to be used for the temporary 
substitution of other workers who have taken leave of one type or another. A note of 
caution is necessary here in terms of dealing with the concept of casual employment. 
Burgess (1996) identified a range of classification frameworks and definitions for 
casual employment operating within Australia, and indicated that there existed 
differences between occupations, industlies, States and enterplises, with different 
conditions applying to entitlements, restlictions, and wages. Thus, the classification 
'teachers on temporary engagement' cannot be desclibed as casual employment since 
according to Burgess (1996:34) 'much fixed-term employment is regarded as 
"permanent" since it qualifies for those benefits associated with permanent 
employment'. Although it will be argued that there is some valiation in benefits 
received between a permanent employee and a temporary employee in Education 
Queensland, the benefits are closer to those received by a permanent employee rather 
than a casual employee. 
The concept of the changing nature of work was theolised further by Bronstein 
(1991 ), who explored the changed employer-employee relationships in Western 
Europe over the past twenty years. He spoke of the standard or traditional 
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employment relationship which was 'charactelized by an open-ended (or 'without-
limit-of-time') contract of employment for full-time work, performed for a single 
employer, and protection against unfair dismissal' (Bronstein, 1991 :291-292). The 
emerging alternative is the non-standard form of employment that incorporates part-
time, fixed term contract, and temporary work. Beginning teachers on temporary 
engagement fall within the fixed term contract, non-standard form of employment. 
A different perspective emerged from the work of Biidges ( 1994:4-6) whose 
contention was that today's organisations are being rapidly transfmmed from 
structures built out of jobs with limited flexibility into fields of work needing to be 
done. Acknowledging that the use of temporary employees, part-timers, consultants 
and contract workers carlies with it some inherent problems such as lack of loyalty to 
the organisation, Biidges (1994:6) nonetheless suggested that 'workers learn to focus 
their individual effort and collective resources on the work that needs doing, 
changing as that changes'. As a result what was required were changes to the 
organisational policies, compensation plans, training programs, conceptualisation of 
career development and redeployment mechanisms. Hargreaves ( 1994:40) theolises 
the fate of teachers' work in terms of a dynamic struggle between two immense 
social forces: those of modernity and postmodemity and that: 
on the one hand, is an increasingly post industlial, post-modem world, 
charactelised by accelerating change, intense compression of time and space, 
cultural diversity, technological complexity, national inseculity and scientific 
uncertainty. Against this stands a modernistic monolithic school system that 
continues to pursue deeply anachronistic purposes within obstructive and 
inflexible structure (Hargreaves, 1994:40). 
Thus, not only is the nature of work changing but so too is the need for organisations 
to respond to these changes. Since Education Queensland has introduced the use of 
temporary engagements there seems a concomitant responsibility, as indicated by 
Biidges (1994), to consider the organisational policies and practices surrounding the 
implementation of this employment strategy. 
The trend to an atypical employment fmm, the purpose of these changes, the 
advantages and disadvantages, and the implications for employer and employee are 
explored throughout this chapter and the next. hnplications for the cohort of 
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beginning teachers on temporary engagement are also considered. The next section 
reviews the changes to teacher employment practices during the past thirty years. 
Changes to Teacher Employment Practices 
In the early 1980s, both in Australia and in the United Kingdom, the employment 
practices of the respective education departments underwent significant change. 
More than a decade ago in Australia, Tisher and Taylor ( 1982:9-16) recognised an 
increase in the propmtion of beginning teachers being appointed on a temporary or 
casual basis, and at various times throughout the year. They lamented the loss of the 
practice of the 'cohort' of beginning teachers all commencing at the start of the 
academic year. In pondering the negative impact that this trend might have had on 
job satisfaction, they urged further research in the area. McArthur (1981) conducted 
a study of the first five years of teaching of a cohort of Victmian teacher trainees 
who commenced teaching in 1973. He too noted the changing employment patterns 
to short term contracts for beginning teachers. In addition he recorded a subsequent 
change in the concerns of beginning teachers from 'How will I survive during my 
first year?' to 'Will I get a job, and, if so, how best can I survive, at the same time 
guaranteeing my re-employment for second year?' (McArthur, 1981:49). 
The trend towards the appointment of beginning teachers on 'contract' in the United 
Kingdom was similar. Ball and Goodson (1985:2) acknowledged changes in work 
practices and employment patterns resulting in an increase in the percentage of 
teachers being appointed on temporary fixed term contracts with little opportunity for 
obtaining permanency for some groups. Although one might expect this cohort to 
quickly become disillusioned and leave teaching, Sikes, Measor and Woods 
(1985:26-27) offered a reason for these teachers staying in the profession. They 
suggested that, in the uncertain political climate of the 1980s, teachers who were 
obtaining temporary posts might indeed have felt fortunate to be employed. They 
added that there were more likely to be fewer probationers appointed to schools and 
that the probationer might be the youngest teacher and only probationer in the whole 
school. The researchers surmised that isolation and lack of networking with other 
beginning teachers resulted in young teachers being 'socializ~d into the culture of the 
middle aged, career frustrated teachers' (Sikes, Measor and Woods, 1985:34-35). 
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This in turn affected the school ethos and atmosphere, and ultimately student 
learning outcomes. 
Thus as early as the mid 1970s, changes in the employment patterns for beginning 
teachers were being identified together with some potential negative consequences. 
The next section elaborates on these consequences for the beginning teacher on 
temporary engagement within Australia in the 1990s. 
Recent Trends in the Employment Patterns for Teachers in Australia 
In Australia, the recent trends in employment patterns seem to reflect the general 
trends stated above. Tattam (1998:7 -8) reported the percentage of teachers on 
temporary fixed term contracts in three Australian States. In Victoria the rate was 
thirty percent, in Western Australia the rate was twenty percent, whilst in 
Queensland the rate was between four to five percent. The proportion of beginning 
teachers within these percentages was not specified. 
The Senate Employment, Education and Training References Committee Report on 
the status of the teaching profession (Senate Employment, Education and Training 
References Committee, 1998:124-126) also commented on this trend. The report 
acknowledged the increase in the casualisation of the teaching force throughout 
Australia, as well as some of the problems associated with this trend. These 
problems included: (a) teachers taking on extra workloads to enhance their chances 
of being re-employed, (b) teachers leaving teaching due to the reduced likelihood of 
gaining permanency, (c) lack of stability for both students and teachers, (d) denial of 
accrued benefits, (e) teachers' lack of opportunity to establish relationships with 
members of the school community, (f) increasing workload due to frequent changes 
of schools, (g) teachers having to find temporary work after appointments are 
terminated in December and re-established in February, and (h) cost associated with 
transfers to rural areas. Tattam (1998) concurs with these problems, adding that: 
teachers on contract suffer professionally and personally. As well as the 
insecurity, their workloads are enormous as they try to settle into new schools 
or familiarise themselves with new subject areas at short notice. Precarious 
employees are also denied a career path and professional development 
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opportumt1es. This is pmticularly problematic for new graduates who come 
with fresh ideas but feel undervalued. Casual or contract employees may not 
be included in the school community because it is assumed that they will only 
be staying a shmt time. For those in rural areas the problems m·e exacerbated 
by having to move towns to take up contracts, or travel large distances to and 
from school (Tattam, 1998:6). 
Another issue that emerged from the Senate Employment, Education and Training 
References Committee Report (Senate Employment, Education and Training 
References Committee, 1998) was the specific reference made to the impact of 
'casualisation' on beginning teachers. It stated that: 
the most damaging consequences of the move away from permanency of 
employment m·e on the most vulnerable teachers - those beginning in the 
profession. A significant number of new teachers enter the profession in less 
than ideal circumstances. Many teachers begin with one day emergency 
teaching opportunities and some more fortunate have short term positions 
(one month to one term). This is not a good introduction to their career and 
limits the impact these people could have in schools with their enthusiasm, 
skills and abilities (Senate Employment, Education and Training References 
Committee, 1998: 124). 
The macro changes in the nature of work with the 'knowledge worker' being flexible 
enough to move in and out of occupations and modes of employment is 
acknowledged. However, the focus of this thesis is not the globalised changes to 
work or the trend towards the 'casualisation' of the teaching profession, but rather 
attempts to gain a better understanding of the contemporary experiences of beginning 
teachers. In paiticular, this thesis is concerned with the policies and practices that 
may be implemented to assist beginning teachers in the transition process from one 
mode of employment to another. Such a consideration seems justified given that the 
aforementioned trend has a number of related problems, and that the beginning 
teacher group has been identified as the most vulnerable and potentially affected by 
this trend and its related problems. It is within this context that the policies and 
practices of the organisations operating within Queensland will now be considered. 
The Employment of Teachers within Education Queensland 
To ascertain the significance of the above listed generalised statements of the trend 
towm·ds casualisation of the teaching workforce and to return to the original research 
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problem, the context is further refined to consider the beginning teacher on 
temporary engagement operating within Education Queensland as the major 
employing authority in Queensland, with the Queensland Teachers' Union as the 
predominant industrial body, and under the guidelines of the Board of Teacher 
Registration. The policies and practices of these organisations will be examined in 
terms of 'temporary employment' and the 'beginning teacher on temporary 
engagement'. The examination will take into account the way in which this specific 
group of employees has been incorporated within the policy frameworks of these 
organisations. 
The Maximisation of Permanent Employment by Education Queensland 
Education Queensland has both policies, and practices embedded within those 
policies, that pertain to temporary employment. These policies and practices are 
examined in terms of their impact on the beginning teacher on temporary 
engagement, which is the focus of this thesis. Education Queensland's policy on 
Temporary Teacher Engagements (Education Queensland, 1998a) states that: 
Education Queensland is committed to the maximisation of permanent 
employment. Within this context, the engagement of teachers in a temporary 
capacity is a management tool to provide flexibility in school staffing and to 
ensure positions are retained for those teachers applying for transfer or 
returning from leave/secondment (Education Queensland, 1998a:2). 
Thus, there is a clear statement about the use of temporary engagements together 
with the goal of maximisation of permanent employment. Indeed, the Senate 
Employment, Education and Training References Committee Report (Senate 
Employment, Education and Training References Committee, 1998:125) reiterated 
and acknowledged the assertion of Education Queensland's commitment to 
maintaining permanent jobs at a higher rate than other states within Australia. 
The use of temporary teachers to provide the needed flexibility in staff allocations is 
recognised as an advantage in some of the research literature. Indeed, Bronstein 
(1991:291) acknowledged the need to adopt new approaches to the organisation of 
personnel management as a consequence of meeting the changing needs of the work 
environment (see also Bridges, 1994). Other advantages for Education Queensland in 
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the use of temporary teachers include the obvious savings to be made. These include: 
(a) the cessation of employment (and salary) for temporary secondary teachers two 
weeks prior to the end of a calendar year unless re-negotiated by school personnel, 
(b) the calculation of entitlements for recreation leave, and (c) the option of the 
termination of employment with five days notice (Department of Education Manual, 
1994:HR-0114). However, an advantage for the employing authority does not 
necessarily mean an advantage for the individual teacher, since in operational terms a 
tension exists between the use of temporary teachers to achieve flexibility with the 
above mentioned potential additional savings, and the maximisation of permanent 
employment for a particular teacher. 
The reality of the implementation of the policy of 'commitment to the maximisation 
of permanent employment' is outlined in the forms and patterns of employment for a 
beginning teacher employed by Education Queensland. There are three forms of 
employment within Education Queensland: (a) permanent employment, full-time or 
part-time; (b) temporary engagement, full-time or part-time; and (c) relief, supply or 
casual employment. A beginning teacher can experience, with varying degrees of 
choice, some or all of the three forms of employment, and as a result can develop 
quite different patterns of employment with Education Queensland. 
A 'pattern of employment' is developed over a period of time and by way of example 
can include: (a) full-time permanent employment; (b) a temporary engagement 
moving to permanent employment; (c) a series of temporary engagements moving to 
permanent employment; (d) a series of temporary engagements; (e) supply teaching, 
(f) supply teaching, moving to a temporary engagement and then to permanent 
employment; (g) a part-time temporary engagement moving to a full-time temporary 
engagement; (h) a part-time temporary engagement and supply teaching; (i) a part-
time temporary engagement moving to full-time permanent employment; and G) 
periods of unemployment. 
Although the general practice of employment by Education Queensland is in favour 
of permanent employment for its employees, there is no one pattern of employment 
for the beginning teacher seeking permanent employment. Despite its commitment to 
the 'maximisation of permanent employment' Education Queensland has four to five 
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percent of its teachers on temporary engagement. It can be assumed that there are 
those in that group who prefer temporary employment and there are those that do not 
(see Tromans, Daws, Limerick and Brannock, 2001). It can also be assumed that 
there are a number of beginning teachers within that group, since each year the 
graduate group provides the largest number of potential teachers seeking 
employment with Education Queensland. The 'first-time admitted' constitutes 
approximately 60% of the demand for new teachers (Education Queensland, 
2000a:6). Thus, given the variety of patterns and fmms of employment, 'commitment 
to maximisation of permanent employment' is a rather nebulous term and may appear 
a rather distant goal for those beginning teachers on temporary engagement seeking 
pe1manency. 
The Policies of Education Queensland 
Just as there is no one pattern of entry into the workforce, so too is there no 'contract 
of employment' between the temporary employee and Education Queensland. There 
is however a 'set of understandings', an explanation of which is outlined below. 
There exists a large gap between the employee (the teacher) and the employer or 
employing authority within a large bureaucratic organisation such as Education 
Queensland. As such, the terms of the arrangement of employment have been 
operationalised in the form of the Department of Education Manual or the DOEM, 
with its policy statements, procedures, practices, instructions and guidelines for use 
by schools. This Department of Education Manual is an attempt to ensure relative 
comparability and consistency in practices between and within schools in the state of 
Queensland. 
Indeed, according to Colebatch (1998:3-7) there are three assumed characteristics of 
a common framework of action associated with policy. The first is coherence, where 
all of the bits of the action fit together and form part of the organised whole. The 
second is hierarchy or verticality, which is the authoritative and official 
determination from the top giving instructions about what will be done, and the third 
charactelistic is instrumentality or the pursuit of purposes (policy objectives) that 
relate to problems and solutions. As such, policy rests on authority, implies expertise 
and is concerned with order. The use of the policies contained within the 
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Department of Education Manual do not depart significantly from these above 
mentioned characteristics. These policies are centrally derived and are developed 
from legislative and depmimental frameworks, and there is the expectation that the 
content of the policy will be followed. 
The 'set of understandings' for temporary teachers, or what Colebatch (1998:46) 
refers to as 'standm·d operating procedures' to bring about the routinisation of the 
organisation, is contained within a series of communiques and documents contained 
within the manual, a brief account of which is outlined below. All temporm·y teachers 
once appointed receive a letter of appointment or placement advice (Refer Appendix 
2 for an example) together with Education Queensland's 'Conditions of Employment 
of Temporary Teachers (Full-Time and Part-Time)' (Refer Appendix 3). The 
information contained within the placement advice includes the proposed location 
(name of school), type of placement (permanent or temporary), starting and finishing 
date, expenses granted, teacher type (secondary, primary, subject area), and 
employee identification number. The 'Conditions of Employment of Temporary 
Teachers (Full-Time and Part-Time)' contains information on the completion of the 
commencement advice, employee number, lodging a tax file number, payment of 
salary, salary classification, increments in salary, superannuation, teacher 
registration, teacher transfer policy, locality allowance, vacation leave, leave 
entitlements, termination of engagement, notification of changes to personal details, 
and government employee housing. 
Four other relevant documents relate to the temporary employment of teachers. The 
first document is entitled 'Human Resources HR-01/4 - Temporary Teachers -
Recruitment and Selection' (Department of Education Manual, 1994:HR-Ol/4). It 
contains information on definitions, length of engagements, selection process, 
professional development, management of unsatisfactory performance and 
conditions of employment. 
A second document entitled 'Human Resources HR-04/3 Employee Induction' makes 
references to temporary teachers and the provision of information necessary for them 
to adapt to their new work situation (Department of Education Manual, 1995:HR-
04/3). The final two documents are 'Teacher Transfer Guidelines- Human Resource 
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Workforce Management Guidelines' (Education Queensland, 1998b) which explains 
the intricacies of the accrual of transfer points whilst on temporary engagement, and 
'Human Resources HR-04/1 Management of Unsatisfactory Performance - Teacher' 
(Depmiment of Education Manual, 1993/S:HR-0411) which provides details on the 
process of support for a teacher experiencing difficulty. 
The contents of these policies are comprehensive in considering the work conditions 
of temporary employees, and thus should provide sufficient scope for suppmiing the 
beginning teacher on temporary engagement. The significance for this thesis is that 
the program manager or supervisor, that is, the Principal or the nominee, uses the 
content of the manual to guide their practice and manage the different employee 
groups. How well the beginning teacher on temporary engagement is managed and 
suppmied will be dependent in part on how conversant the Principal or nominee is 
with the departmental mate1ial, and how effectively the contents are implemented at 
a school site. All temporary teachers theoretically have access to the above listed 
documents and the information contained within them. However access without 
appropriate support of school-based personnel to assist with understanding detracts 
from effective communication of potentially relevant information. Indeed, 
Hufferdine ( 1992: 17 -18) who recognised the increased use of teachers on fixed term 
contracts in Britain, advocated the proper management of these teachers within 
schools by addressing the issues of communication, continuity, commitment and 
culture. He suggested: (a) the need for the immediate communication of relevant 
information that was readily accessible; (b) the provision of information that ensured 
continuity of routines, programs of work, curriculum planning and school policies; 
and (c) the recognition of the temporary teachers as equal professionals to ensure 
commitment to the school and the management of the culture of the school and staff 
(patterns of behaviour, values, attitudes, norms and sentiments). 
The need for such information is also captured in Bourke's (1993:67) study of casual 
primary teachers in New South Wales, Australia. He discovered that when the 
respondents were asked about information received from the Department of 
Education, only 28% of the casual teachers had received information on employment 
conditions and professional matters, with a high proportion of them considering the 
information to be extremely or very important. Thus, there appears to be concerns 
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with the receipt and communication of policy information to temporary teachers. 
With this in mind, three specific examples have been selected that highlight potential 
deficiencies in the implementation of the Education Queensland policies relating to 
temporary teachers. 
Managing Unsatisfactory Performance 
The first example identifies a stark contrast in the treatment of an employee who is 
granted permanent status, and an employee on a temporary engagement. The 
example is in the area of the 'management of unsatisfactory performance'. The 
procedure for a pe1manent employee expeliencing difficulties is summalised in the 
form of a flow chart (Refer Appendix 4). It becomes immediately apparent that the 
procedure is comprehensive, clearly mticulated and quite lengthy. Teachers-on-
probation plior to the confi1mation of their permanent status m·e also offered access 
to a similar process (Refer Appendix 5). Professional development and support for 
the teacher is mandated, and there m·e courses of redress for the teacher throughout 
the process. 
For the teacher on temporary engagement the management of unsatisfactory 
performance is neither clearly articulated nor comprehensive. Its management is 
dependent upon such factors as the individual's circumstances and the length of time 
of the engagement (Education Queensland, 1998a:3). The longer the duration of the 
temporary engagement the greater the likelihood of accessing professional 
development, remediation or support. The degree of difficulty, type of performance 
problem and the time investment required to improve performance may be 
contlibuting factors in determining whether assistance is offered. The Plincipal must 
provide support and must warn the teacher of the consequences of poor performance. 
The options available to the Plincipal are further remedial action, and or the 
termination of the engagement with five days notice. With termination the teacher 
must be informed of the reasons and be given the opportunity to respond before the 
decision to te1minate is made (Education Queensland, 1998a:3). An earlier version 
of this departmental document made no mention of the teacher being informed of the 
reasons for termination or their light to respond (Department of Education Manual, 
1994:HR-Ol/4). 
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The temporary teacher has no right of appeal under the Public Sector Management 
Standard for Managing Diminished Pe1fonnance (Depm1ment of Education Manual, 
1994:HR-01/4) but is able to lodge a grievance under the Public Sector Management 
Standm·d for Grievance Procedures (Education Queensland 1998a:3). Even though 
there is a process in place to address poor pelformance, the course of action stated 
above can be circumvented by simply allowing the temporary engagement to run its 
course and not be extended, or by hindering future offers of employment being made 
to the individual. In that way termination is used, be it inappropriately, to address 
poor performance issues. 
There has been however a subtle shift in the practices within the Human Resource 
Directorate of Education Queensland. In the latest Strategic Plan 2000 - 2004 
(Education Queensland, 2000c) there were two strategies listed under the umbrella of 
School Workforce which have the potential to improve the conditions of temporm;r 
teachers. They were: 
• hnplement principles of equity in employment practices so that all groups 
are encouraged to contribute to the organisation at a level commensurate 
with their skills, knowledge and personal behaviours ... 
And 
• Redevelop workforce planning and recruitment systems to meet current 
and future workforce requirements of Education Queensland. These new 
systems will ensure that Education Queensland has a competent and 
flexible workforce, capable of achieving organisational objectives 
(Education Queensland, 2000c:13). 
Embedded within these two strategies are explicit reference to 'principles of equity in 
employment practices' and to 'redevelop workforce planning and recruitment 
systems' both of which have the potential to recognise, value and better manage 
temporai)' employees. 
Induction Programs and the Acquisition of Permanency 
The second example identifies the under-utilisation of il)duction progrmns and 
processes to support a beginning temporary teacher in their acquisition of 
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pe1manency. Induction can assist an individual to acquire permanency in two ways. 
The first relates to the provision of job specific inf01mation to the beginning teacher 
on temporary engagement. The second looks at the relationship between induction 
and improved pe1f01mance of the beginning teacher on temporary engagement. 
According to Education Queensland (Department of Education Manual, 1995:HR-
04/3) induction refers to 'the process of assisting an employee (to) adapt to a new 
work situation and providing them with inf01mation necessary to contribute 
effectively to the work unit'. Employee induction is a mandatory requirement of the 
professional development and training agenda and: 
applies to all employees of the Department of Education and includes newly 
appointed, transfened, relieving or promoted employees and those returning 
to work after extended absences, (and) involves all permanent, part-time, 
casual and temporary staff (Department of Education Manual, 1995:HR-
04/3). 
Principals or managers are responsible and accountable for the induction of new 
employees and 'must' ensure that induction is timely, cunent, flexible and effective, 
suited to the needs, skills and learning styles of the individual, contains job specific 
and job related information, and fosters the personal and professional development of 
the employee. Even though induction is mandated, the design, development and 
implementation of a program are school or site based decisions. 
'Job specific' information relates to not only professional issues of the classroom but 
also information related to employment and working conditions for a temporary 
teacher. Induction for Education Queensland teachers has tended to focus on 
professional matters rather than occupational and employment matters. The content 
of Education Queensland policies listed previously provides a comprehensive 
account of employment conditions, yet may not be fully utilised. Factors mitigating 
full utilisation of these policies relate to knowledge of the existence of the 
documents, provision of the material to an employee, regarding content as a low 
priodty, understanding and applying relevant content, and degree and type of 
appropriate support received. 
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The second type of induction information attempts to link induction to improved 
performance and the acquisition of permanency. It needs to be acknowledged that no 
empirical studies argue that there is a direct link between induction and the 
acquisition of permanency. There is, however, the potential for the contents of an 
induction program to be a contributing factor in the improvement of a beginning 
teacher on temporary engagement's performance with a possible resultant 
improvement in the employment Suitability Rating when reassessed. This potential is 
argued below. 
Acquiring permanency, to some degree, has been included as prut of the induction 
process for any permanent employee. For any newly appointed permanent teacher 
the formal probationru-y period is nine months from the date of the appointment. In 
the second term of their probationary service a form entitled 'Teachers on Probation: 
Interim Report' (Refer Appendix 6) is completed. Assuming a teacher's performance 
is satisfactory, the developmental process continues until the ninth month. After this 
period, a form entitled 'Teachers on Probation: Confirmation of Appointment Report' 
(Refer Appendix 7) is completed. This form is sent to the appropriate District Office 
(formerly Regional Office), which in turn confirms the teacher's appointment as 
permanent (Department of Education Manual, 1993/S:HR-0411). This represents 
more a confirmation of permanent status rather than satisfactory performance during 
probation. 
Although the process for granting permanency in this case is more a bureaucratic 
requirement than one based on merit or performance, theoretically, an induction 
program is inter-woven into the 'developmental processes' to ensure that the 
probationer receives appropriate professional support to guarantee satisfactory 
performance and permanency. However, it is possible for the individual to acquire 
permanency with little exposure to the contents of an induction program. 
Conversely a beginning teacher on a temporary engagement could participate in a 
comprehensive induction program resulting in a marked improvement in 
pe1formance and still not be considered for a permanent position. Although this 
group is entitled to access professional development and induction (Department of 
Education Manual, 1995:HR-04/3), there is no apparent direct link to acquiring 
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permanency. The cove1t role of an induction program and professional development 
for a temporary employee is in its potential to improve an individual's Suitability 
Rating, to increase their profile within the school, and in the ability of a school to 
highly recommend that teacher for another temporary position or to advocate for the 
granting of permanency. 
This illustrates the very tenuous link between an induction program, satisfactory 
performance and the granting of permanency. Cooper (1997:2), commenting on 
tenure in the United States of America, urged that 'the acquisition of tenure (be) a 
much more professional, meaningful, and prestigious expedence ... a deliberate 
decision rather than a default process', in part to address some of the public 
accountability concerns with teacher competence. Castallo, Fletcher, Rossetti and 
Sekowski (1992: 141-142) also acknowledged that 'sloppy' staff tracking practices in 
some states in Amedca resulted in a failure to act on tenure recommendations, either 
for or against, and by default resulted in a teacher receiving tenure. These words 
seem to correspond well with the situation for some beginning teachers within the 
current context of Education Queensland and will be considered in more depth in the 
next chapter. 
Articulation of the Pathways to Permanency 
The impact of the under-utilisation of induction for temporary employees is 
compounded by a lack of clear pathways from temporary to pennanent employment, 
an examination of which provides the third and final example of the use of Education 
Queensland policies. It will be recalled that confirmation of permanency for a teacher 
appointed to a permanent position has been articulated in the previous section. For 
the teacher on a temporary engagement, the pathway to the possible acquisition of 
permanency is not easily defined and has not been articulated in the policy 
documents of Education Queensland. Even so, it is possible to draw together a 
descdption from the researcher's professional observation, or what Finkelstein and 
LaCelle-Peterson (1992:9) referred to as 'impressionistic evidence' gained from 
expedence working in the system. The granting of permanency is subject to a 
number of factors that interact to varying degrees. Such fac.tors include: (a) type of 
vacancy, that is, substantive or non-substantive; (b) teacher transfer policy; (c) 
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Suitability or (S) Rating; (d) degree of mobility of the teacher; and (e) teaching area, 
sector and or year level taught. 
A brief description of each factor is outlined below. The type of vacancy is classed as 
either a substantive or non-substantive vacancy. A substantive vacancy is one to be 
filled by a permanent employee for reasons such as increased student enrolments, 
teacher retirements and resignations, teacher transfers or relocations, and teachers 
taking extended leave. A substantive vacancy implies that a teacher will not be 
returning to a particular vacant position and/or that a new vacancy has been created. 
A non-substantive vacancy is a vacancy to be filled by a temporary employee for 
reasons of long service leave, sick-leave, secondment, and special leave with no pay. 
A non-substantive vacancy implies that a teacher will be returning to the particular 
vacant position. 
The second factor is the implementation of the teacher transfer policy. Teachers in 
Queensland accumulate transfer points depending on the school's rating and their 
period of service in particular locations. Such points are the basis for determining 
the relative primity of requests for transfer. Part of the process for implementing the 
transfer policy is to ensure that there are sufficient vacancies in the more favourable 
locations to allow teachers with sufficient transfer points to enter those districts. The 
impact on temporary teachers is that these vacancies will remain open during a 
substantial period of the year to allow for a possible transfer to take place, thus 
hindering or at least delaying the temporary teacher's chances of an offer of a 
permanent position. 
The third factor is the Suitability Rating used by Education Queensland to appoint 
teachers to schools. Most beginning teachers have been awarded a Suitability Rating 
during their final school teaching practicuum. This group is referred to by Education 
Queensland as the Graduate Applicant Group (GRl and GR2) and the processes used 
to award the rating are outlined in a series of booklets produced by Education 
Queensland (Education Queensland, 1999a). The ratings given are of four levels. A 
Suitability 1 Rating is awarded to an outstanding applicant, a Suitability 2 Rating is 
awarded to a quality applicant, a Suitability 3 Rating is awarded to a satisfactory 
applicant and a U/S is for an applicant who is deemed to be unsuitable for 
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employment at that time. An applicant with a Suitability Rating below an Sl can 
seek to be reassessed after completing 100 days of temporary or casual teaching. A 
reassessment can also be initiated by Education Queensland 'where reports indicate 
there is a variance between the quality of the work performed by an applicant and the 
level of their assigned suitability rating' (Education Queensland, 1999a:8). The aim 
for most graduates is to be awarded a Suitability 1 Rating since there is a stronger 
link between a Suitability 1 Rating and an offer of permanent employment than with 
the lower Suitability Ratings. 
The above account is a descdption of the current assessment process operating 
within Education Queensland. Changes to the current system were made dming 1997 
as a result of some concerns with the previous process. These concerns included: (a) 
the location of the 'follow up' meeting or interview being away from the school, (b) 
the panel consisting of personnel unfamiliar with the graduates' teaching 
performance, (c) the mandatory nature of the 2000 word statement addressing the 
selection cdteda, and (d) the undue emphasis being placed on the performance at the 
'follow-up meeting' or interview rather than on their teaching performance. It should 
be noted that the beginning teachers, selected for this thesis, were operating under the 
old policy guidelines. 
The fourth factor is mobility. The ability to teach in rural and remote locations and 
other locations deemed to be less favourable may increase an applicant's chances of 
an offer of permanency. In any given year, the 'teacher transfers' are completed 
within Queensland dudng October and November and once completed the 
substantive vacancies in schools are known. Suitability 1 rated graduate applicants 
are offered permanency before other applicant groups. This process continues until 
the beginning of the school year when final school enrolments are known. Offers of 
permanent employment tend to decrease dudng the year in preparation for the next 
round of transfers. Data concerning Queensland pre-service teacher mobility are not 
available. However the data collected by Tromans, Daws, Limedck and Brannock 
(2001:31) indicated that those beginning teachers who did not desire permanency 
with Education Queensland cited the reason being that they were then not subject to 
the transfer policy. They stated they were unable to relocate because of family 
commitments or had little interest in teaching in remote locations. 
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In contrast, a study conducted by Snyder, Doerr and Pastor (1995:2) of 3000 pre-
service teachers in 25 American colleges and universities discovered that overall 
teachers were willing to relocate. The study revealed that 15% were willing to move 
within their state, 14% to smTounding states and 12% throughout the eastern United 
States of America. The researchers also found that older pre-service teachers were 
less mobile than their younger colleagues, and that males were more mobile than 
females. There was some evidence to suggest that the degree of mobility was subject 
specific. The authors found that 'math preservice teachers have the highest 
percentage who will limit a job search commuting distance at 32% with English and 
science next at 27%' and that social studies pre-service teachers being the most 
mobile (Snyder, Doerr and Pastor, 1995:14). They concluded that a 'willingness to 
relocate' did not guarantee employment but did provide the teachers with more 
vacancies to consider (Snyder, Doerr and Pastor, 1995:22). 
The fifth and final factor of teaching area, sector and year level taught relates to 
teacher supply and demand. There is a greater chance of permanency if a teacher is 
teaching in an area, sector or year level of sh01tage. The five factors described above 
are in themselves quite straight forward. However, the interaction and combination 
of these factors can either hinder or delay the appointment of a temporary teacher to 
a preferred permanent position and location, or conversely can fast track that 
appointment. 
The preceding three examples introduce and highlight the differential practices 
operating between temporary and permanent employees, the under-utilisation of 
mandated induction and the complexity surrounding the appointment processes of 
Education Queensland. The impact of these examples on the temporary employee 
has also been identified. It has highlighted some of the apparent problems associated 
with the implementation of departmental policy and what Colebatch (1998:56) refers 
to as 'implementation failure'. To combat these shortcomings, Colebatch (1998:58-
59) argues for a more interactive rather than linear process between the policy 
makers and the operatives at the work site, and for policy to be conceived as being 
more fluid and ambiguous and as a 'process or pattern of activity' rather than an 
'object'. These suggestions may have merit for Education Queensland's ability to 
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manage, through policy, temporary employees within the context of the changing 
nature of the teaching workforce. 
This thesis will incorporate these examples and others in its quest to determine the 
impact of such policies and practices on beginning teachers on temporary 
engagement. Having considered the way in which Education Queensland as the 
employing authority views temporary employment and beginning teachers on 
temporary engagement, the next section considers the policy and practices of the 
Queensland Teachers' Union. 
Managing Education Queensland's Temporary Employment Figures 
Temporary teachers are not only located within a context of their employing 
authmity, but also are located within an industrial context. The industrial body that 
speaks for most teachers employed by Education Queensland is the Queensland 
Teachers' Union (or more commonly known as the QTU). According to Graham 
Moloney, Deputy General Secretary Queensland Teachers' Union, the current 
membership rate for permanent teachers is 90% and 70% for temporary teachers. 
The Queensland Teachers Union in the Certified Agreement with Education 
Queensland (1997) made provision for acknowledging the use of temporary 
engagement as an employment strategy of Education Queensland. In the agreement 
(Queensland Teachers' Union, 1997) there was a specific reference made under 
subsection 4.4 school-based management that dealt with the maximisation of 
permanent employment. It stated that: 
in accordance with previous policy positions Education Queensland reaffirms 
its commitment to the maximisation of permanent employment and the 
maintenance of job security for permanent employees. As such, temporary 
teacher numbers as a proportion of teacher establishment numbers will be 
carefully monitored with a view to identifying any significant data that would 
exceed current levels of temporary employment. Whilst Education 
Queensland will commit to restrict temporary or casual employment to bona 
fide short term engagements (12 months or less) the Unions recognise the 
need to maintain the use of temporary or casual employment in respect of 
vacancies for transfers or bona fide short term prospects. As such the parties 
recognise the use of temporary and casual employment as legitimate 
organisational options (Queensland Teachers' Union, 1997 :5). 
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The Queensland Teachers' Union monitors thlice yearly the percentage of temporary 
engagements within Education Queensland. In the 1999 round of enterplise 
bargaining agreement negotiations between the Queensland Teachers' Union and 
Education Queensland, reference was made to supply and temporary teachers in the 
claim from the Queensland Teachers' Union. The claim sought increased access to 
pe1manent full-time and pe1manent part-time work and improved access to Senior 
Teacher classification for temporary teachers (Battams, 1999). According to the 
Queensland Teachers' Union (Battams, 2000a:3), the rate of permanency as at 1 
March 2000 was exactly 95% of teachers (full-time equivalent). As recently as July 
2000 the Queensland Teachers' Union continued to advocate for equitable working 
conditions for temporary teachers, but did acknowledge the ongoing problems 
associated with 'vacation pay' over the Chlistmas holiday pe1iod (Bates, 2000:7). 
In addition, the Queensland Teachers' Union's draft working conditions policy (1999) 
clearly stated their support for permanency for all teachers. Their contention was 
that: 
pe1manency provides teachers with the seculity and professional freedom 
necessary to ensure a stable and productive education system. Contract or 
casual employment leaves teachers open to exploitation and disclimination in 
the duties they are required to perform and in their working conditions and 
entitlements (Queensland Teachers' Union, 1999:16). 
However, in a later section of the same document the Queensland Teachers' Union 
referred to an area of disclimination in the recruitment practices of Education 
Queensland that had some significance for beginning teachers. It stated: 
the QTU rejects all recruitment practices which discliminate either directly or 
indirectly against any group of members. Of particular note in this regard, is 
the current Department of Education practice for employing teachers which 
gives pliolity to the recruitment of graduates as opposed to general applicants 
within the suitability ratings (Queensland Teachers' Union, 1999:20). 
It seems that there is a tension between the Queensland Teachers' Union promotion 
of permanency for all teachers including beginning teachers and their desire to 
change the recruitment practices, which could impact negatively on beginning 
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teachers. The tension rests with the concept of collectively representing the whole 
membership rather than differentiating and individualising the practices of the Union 
to meet particular employee group needs. Although the Enterprise Bargaining 
Agreement clearly states the intent to support temporary teachers, their actual 
membership of, pmticipation in and access to representation by the Queensland 
Teachers' Union are worthy of further consideration. As such, the industrial 
implications of temporary employment and the impact on the beginning teacher have 
been included as part of the case study in the research design process. 
The Bom·d of Teacher Registration is the final organisation to be considered in te1ms 
of the way in which it incorporates 'temporm·y employment' within its guidelines. 
Provision to Full Registration with the Board of Teacher Registration 
The Board of Teacher Registration in Queensland has as its function, 'to be 
responsible to the Minister for the registration of persons entitled to be registered as 
teachers under the Act (Education {Teacher Registration} Act 1988)' (Bom·d of 
Teacher Registration, 1995:2-3). A person shall not employ, as a teacher in any 
school, an individual who is not registered unless authorised to do so by the Board of 
Teacher Registration. 
This can be likened to the licensure of teachers in the United States of America. 
Sykes (1990:62) explains that the licensure of teachers is controlled and issued by 
state governments. Furthermore, it legally restricts practice to those duly licensed, 
and that the standards for licensure are minimum qualifications designed to protect 
the public from teacher incompetence. Certification on the other hand, signifies 
special or advanced competencies, which is controlled by occupational groups. 
Whereas there is a distinction between licensure and certification of teachers in the 
United States of America, in Queensland, Australia the Board of Teacher 
Registration fulfils a dual role. It not only registers the teacher but also monitors 
performance during the first year of service, prior to and for the purpose of granting 
full registration. 
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Provisional registration is normally granted to persons who have successfully 
completed a course of teacher education that has been ratified by the Board of 
Teacher Registration. To qualify for full registration the teacher is required to teach 
for one year to the satisfaction of the Board of Teacher Registration. After one year 
of service the Principal or nominee of the school comments on the various aspects of 
the teacher's performance and recommends whether full registration be granted, or 
whether provisional registration be extended or cancelled (Refer Appendix 8). If the 
Principal recommends full registration, the Board of Teacher Registration normally 
accepts the recommendation (Board of Teacher Registration, 1995:37 -39). 
There is no distinction made between those teachers appointed in a permanent 
capacity, and those appointed on temporary engagement. All persons have a light of 
appeal against a refusal to register and any decision made by the Board of Teacher 
Registration (Board of Teacher Registration, 1995:13-14 ). To accommodate those 
teachers on temporary engagement the following alternative to the one full year of 
service is provided. It consists of: 
150 days or 1,000 hours of supply, contract or part-time teaching as adequate 
experience for the assessment eligibility for full registration. However, the 
experience must include a substantial period of time at one school where the 
provisionally registered teacher is responsible for planning, development, 
implementation and evaluation of a teaching program (Board of Teacher 
Registration, 1995:38). 
In practice, there may be some time delay for the beginning teacher on temporary 
engagement because of the type and length of engagements within schools. When the 
full registration requirements come due, the teacher on temporary engagement may 
only have been in that cunent location for a short period of time. It takes some 
liaising between schools to review each teacher to develop an accurate profile of 
performance for the Board of Teacher Registration. Essentially, the process remains 
comparable and equitable for both the permanent employee and the teacher on 
temporary engagement. It should be noted that the 150 days of teaching required by 
the Board of Teacher Registration to receive full registration is distinct from, yet may 
coincide with, the 100 days of service required by Education Queensland for a 
reassessment of a Suitability Rating. 
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For a teacher appointed to a school in a permanent position the Board of Teacher 
Registration report and the Education Queensland rep011s (Teacher on Probation: 
Interim and Confirmation) would be completed within the first year of teaching. For 
a teacher appointed on a temporary engagement the report from the Board of Teacher 
Registration should be completed within the first year. The Education Queensland 
rep011s would only be completed when an offer of permanency is confeiTed. At the 
school level there could be some confusion over the dates and mechanisms for 
completion of both sets of rep011s. 
A concern raised by the Board of Teacher Registration was the degree of supp011 
received by the beginning teacher (Board of Teacher Registration, 1991 :6-7). It is 
possible for a beginning teacher, moving from one work site to another within that 
150 days, to receive full registration from the Board of Teacher Registration with 
little or no professional support offered by the school(s). A Working Party 
commissioned by the Board of Teacher Registration ( 1991) rep011ed on the induction 
of provisionally registered teachers. It strongly supported the need for induction for 
beginning teachers with a special reference for the adoption of 'mentoring' as a 
prefeiTed option within the induction process (Board of Teacher Registration, 
1991 :6-7). Rebore ( 1991:137 -143) in advocating for a two pronged induction 
program for beginning teacher involving an information and a personal adjustment 
sphere, also considered mentoring with an experienced teacher as an effective 
induction technique. 
Even though the Board of Teacher Registration advocates strongly for support it has 
no real mechanism to monitor the induction processes within schools. The Board of 
Teacher Registration is reliant upon the school administration and staff providing the 
necessary support in order that the provisional registration progresses to full 
registration in a satisfactory way. Hence, while registration is a basic requirement for 
all teachers regardless of employment status, beyond that it has no bearing on the 
granting of permanency. The function of granting permanency or tenure rests solely 
with the employing authority. 
The preceding three sections have outlined the polices and practices of Education 
Queensland, the Queensland Teachers' Union, and the Board of Teacher Registration 
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in relation to 'beginning teachArs on temporary engagement' and 'temporary 
employment'. Although the percentage of teachers engaged in a temporary capacity 
is carefully monitored and maintained at 5% by Education Queensland and the 
Queensland Teachers' Union, there are indications that some of the negative features 
of 'casualisation' have petmeated the policies and practices of Education Queensland 
as the employing authority, and to a lesser degree the practices of the Queensland 
Teachers' Union and the Board of Teacher Registration. To comprehensively 
ascertain the extent of the impact of temporary engagements as an employment 
strategy for beginning teachers, there is a need to consider the actual expeliences of 
beginning teachers on temporary engagement explored in terms of the guidelines, 
policies and practices of these three organisations. Further justification for 
conducting such research is outlined below. 
Justifying the Research 
This section outlines the justification for this study by drawing upon Wiersma's 
(1995:24-25) conceptual framework. Wiersma (1995:25) stated that educational 
research's overall function is 'to improve the educational process through the 
refinement and extension of knowledge'. He desclibed this function in terms of an 
olientation towards either an extension of knowledge or the solution of a problem. 
The two are not mutually exclusive, but researching an issue tends to emphasise one 
olientation or the other. Wiersma (1995:409-410) asserted that a study may: (a) fill 
in gaps in existing knowledge, (b) answer questions raised by preceding research 
studies, (c) identify questions for future research, (d) have practical significance in 
the education field, (e) generate a theoretical explanation of a phenomenon, and (f) 
be useful for policy formation~ The purposes listed above will be used as a means to 
justify researching the topic of this thesis. 
The Current Scope of Research in the Field of Tenure and Permanency 
The first example of a 'gap' in the research literature centres upon tenure for teachers 
and the limited scope from which it has been examined. In the main, the concept of 
tenure has been explored in terms of the process of acquiling tenure. The process is 
desclibed by Wise (1990:382) who stated that theoretically a non-tenured teacher is 
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subjected to close supervision and scmtiny dming the ttial period, and upon a 
successful evaluation, tenure is awarded. The process of acquiring tenure appears to 
be described in tenns of manuals for the implementation of such a process (see also 
Bridges, 1986; Millman, 1981; Millman and Darling-Hammond, 1990; and Peterson, 
1995). The literature emerging from the United States of America confilms that the 
awarding of tenure seems to be based on the assumption that most beginning teachers 
will obtain tenure after a successful probationary period. 
However, in the previous section, mention was made of the increase in the trend to 
appoint teachers on temporary engagement or 'contracts' within Australia. There is 
no assurance of permanency or tenure for a beginning teacher after they have 
successfully completed a temporary engagement or series of temporary engagements 
regardless of the time involved and their level of perfmmance. Conceivably a 
teacher could be in their third year of service and still not have received an offer of 
permanency. This is quite a different scenario from that of their United States 
counterparts. There is no Australian research in this field. 
Awarding tenure, the benefits and limitations for the employing authotity, the school 
systems, the members of the school community, and the individual beginning 
teacher, have been considered to a limited degree in the literature. At this point it 
should be noted that there is significant research and literature in the area of tenure 
within a 'higher education' context, as the literature review in Chapter 3 will reveal. 
Research into the area of the acquisition of permanency within the context of 
Education Queensland is needed since no research exists and there seems to be a link 
between beginning teacher attrition rates and employment status as explored in 
Chapter 3. 
Changes in the Relationship between the Beginning Teacher 
and Permanency 
A second example of a 'gap' in the research concerns the changing nature of the 
relationship between the beginning teacher and acquiring permanency. There is scant 
Australian literature and research in this area. In part, this is because it is an 
emerging issue. In the past, the assumption that permanency would be granted to a 
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beginning teacher upon satisfactory completion of the nine month probationary 
peliod was the accepted practice. The Senate Employment, Education and Training 
References Committee Repmi on the status of the teaching profession (Senate 
Employment, Education and Training References Committee, 1998) made two 
recommendations regarding the 'casualisation' of the teaching force. These were 
that: 
The Committee RECOMMENDS a reversal of the trend to casualisation of 
the teaching force. 
The Committee RECOMMENDS that the Commonwealth Government 
institute research on the level of casualisation necessary to provide employers 
with reasonable flexibility while safeguarding the interests of teachers 
(Senate Employment, Education and Training References Committee, 
1998:126). 
They also recommended that State and Temtory Governments institute research on 
the level of casualisation. The Commonwealth Government's response to the 
committee's recommendation was to state that it was beyond the control of the 
Commonwealth and State Governments' julisdictions and that it: 
does not distinguish sufficiently between casual employment of teachers to 
fill short term vacancies and the move towards the contractual rather than 
permanent employment of teachers. While the report cites instances of 
difficulties associated with the contract employment it has not taken adequate 
account of the underlying reasons for this development, or its actual or 
potential benefits. The Commonwealth Government does not believe that the 
setting of a direction or target for a patiicular level of permanent employment 
of teachers would necessalily be in the best interests of Australian school 
education or of individual teachers themselves. For this reason it would not 
seek to intervene in the decisions of State, Territory and non-government 
autholities on these matters (Department of Education, Training and Youth 
Affairs, 1999:5-6). 
These differing opinions on halting the trend towards casualisation, together with the 
Senate's urge for research in the area to safeguard the interests of the teacher, 
provides a strong justification for a study, which targets the evolving and changing 
relationship between the beginning teacher, temporary engagements and 
permanency. Even with the rate for 'casualisation' in Queensland being substantially 
less than for Victoria and Western Australia (Tattam, 1998), the implications of such 
practices need to be examined. Acknowledgment that the beginning teacher group is 
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the most 'vulnerable' group (Senate Employment, Education and Training References 
Committee, 1998:126) adds further weight to the argument for research. 
Broadening the Scope of the Beginning Teacher Experience 
The third example of a 'gap' in the research literature is highlighted by Veenman 
(1984: 168), whose meta-analysis of the perceived problems of beginning teachers 
called for research to be based more on an interactive paradigm that takes into 
account the 'person-environment' interactions. There is a paucity of research about 
the 'person-specific' and 'environment-specific' nature of problems faced by 
beginning teachers. The concepts of job security and satisfaction in relation to 
beginning teachers obtaining permanency, the decision to become a teacher, and the 
induction of temporary beginning teachers are arguably 'person-environment 
interactions' and as such are elaborated upon in the next three sections. 
Job Security and Satisfaction 
There is some evidence to suggest that obtaining permanency is pmt of obtaining job 
security for teachers, and that these 'concerns' need to be met before an individual 
can proceed to the next set of 'concerns' (Sergiovanni and Carver, 1980). Letvin, 
(1992:78-79) in her description of the support needs for different stages of teachers' 
careers, listed 'job protection and security' as a security incentive that provided 
personal comfort for beginning teachers. Bretz and Judge (1994) in their study of 
person-organisation fit stated that: 
job tenure is the most basic indicator of satisfaction because it purportedly 
represents a state in which the individual finds the work environment to be 
acceptable (satisfaction), and the environment finds the individual to be 
acceptable (satisfactoriness) (Bretz and Judge, 1994:33.) 
This concept of satisfaction built on a 1974 study, conducted in England and Wales, 
of primary and secondary teachers who were asked to list the main aspects of 
satisfaction and dissatisfaction with teaching. The findings were that the working 
conditions of 'economic security and long holidays' were the most satisfying aspects 
of teaching (MacLean, 1992:188). Leithwood, Begley a:pd Cousins (1994:119) 
actually identified, as pmt of their 'stabilising stage two' of the life cycle of career 
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development, the receipt of permanency and the resultant commitment to the 
profession. Bedeian, Fenis and Kacmar (1992:45) from their study exploring the 
relationship between tenure, age, and job satisfaction, stated that 'it is clear for both 
males and females that tenure (however measured) is more a predictor of job 
satisfaction than chronological age'. Thus, tenure and permanency are valued by the 
employee for reasons of comfmt, satisfaction, and commitment. 
An opposing view is offered by Kanter (1990: 192) who argues that there is a shift 
from employnwnt security to employability secutity which 'rest on the knowledge 
that competence is growing to meet tomoiTow's challenges, that today's work 
includes learning and expetience to enhance future oppmtunities - whether with a 
cuiTent employer, with another company, or as an entrepreneur'. Employability 
security is underpinned by the quality of educational opportunities provided by the 
organisation. This argument is more closely aligned with the concepts underpinning 
the changing nature of work and the 'knowledge worker'. The preference of 
beginning temporary teachers for either or both forms of secutity metits scrutiny in 
this thesis. 
A further justification concerns the impact of uncertainty on the employee in 
granting pe1manency. This idea was touched upon by Moos (1987) in his related 
work on person-environment congruence. He asserted that a 'lack of clarity about the 
job and ctitetia for adequate performance' (Moos, 1987 :235) has been associated 
with mental and physical strain and that job ambiguity was likely to create tension 
and alienation. The employment of a beginning teacher on temporary engagement 
could be an example of a lack of job clarity or job ambiguity in that they may be 
unsure of when another engagement may be offered, and/or if it will lead to an offer 
of a permanent position. Arguing that this situation may even impact on student 
learning, Moos (1987) suggested that: 
educational settings provide a work environment for teachers as well as a 
learning environment for students. Although these two facets of the 
environment serve different functions, they are closely related. Teachers who 
lack support from co-workers or administrators and who experience 
ambiguous job and role expectations may find it hard to establish a 
suppmtive, clear learning environment (Moos, 1987:239). 
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Thus there are significant implications for the quality of teaching since the impact of 
the granting of permanency may affect not only the beginning teacher but also 
ultimately the students. 
Cotter (1996:29) added another dimension to the debate by suggesting that an offer 
of tenure and thus job security made institutions better able to compete for the best 
and blightest graduates. Krecker (1994) in her study of the effects of age and tenure 
on worker attachment to the employment relationship found that: 
in general, older workers and those with more senimity exhibit stronger 
attachment to the employment relationships. However, additional years of 
tenure, even at modest levels of seniority, consistently and strongly deters 
mobility among older workers. In contrast, tenure has weaker and more 
valiable effects at younger ages where even substantial investments in the 
employment organization do not necessarily ensure higher levels of 
attachment (Krecker, 1994:276-277). 
If age is related to the degree of attachment to work then the impact on the mature 
aged graduates enteling the teaching profession on a temporary engagement may be 
significant. Indeed, if job security and satisfaction' are significant factors for the 
beginning teacher, then there is strong justification for a study that explores the 
situation of a 'beginning teacher on temporary engagement', who is uncertain of their 
next teaching appointment. This uncertainty may translate into feelings of a lack of 
security and satisfaction and a decrease in the level of attachment and commitment to 
the organisation, the impact of which is not fully understood. 
Selecting Teaching as a Profession or Career of Choice 
The notion that job security is impmtant to beginning teachers is tempered by the 
findings of a study by Snyder, Doerr and Pastor (1995) of pre-service teachers. 
When asked why they chose to pursue teaching as a career 'not many preservice 
teachers (less than 3%) indicate that salary, benefits, job security or work schedule 
are important factors in their decision to teach' (Snyder, Doerr and Pastor, 1995:15). 
The decision had more to do with working with young people, making a difference 
and the enjoyment of teaching. The pre-service teachers acknowledged a list of 
factors that made them marketable in the search for a teaching job. The factors, in 
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order of frequency, were: (a) certification in a particular field; (b) persistence, 
determination, and a positive attitude; (c) willingness to relocate; (d) excellent 
grades; (e) being male; (f) having more than one ce1tification; (g) willingness to 
teach in rural or urban areas; (h) age or life experiences; (i) ability to coach; (j) 
further education; and (k) experience travelling abroad (Snyder, Doen and Pastor, 
1995:20). The detailed elaboration of the context of Education Queensland in the 
previous section showed that some of these marketability factors also have relevance 
for the temporary beginning teacher in obtaining permanency. 
The work of Snyder, Doerr and Pastor (1995) is supported by research conducted by 
Hmt and Murphy (1990:241-242) who investigated the career and work perceptions 
of new teachers, of vm-ying promise and ability, in a large metropolitan school 
distlict in the United States of America. They found that a large number of the best 
new teachers came to the profession as a cm·eer change or as a late-in-life career 
choice. They found that seculity was a less imp01tant job expectation than 
community and personal service, that expeliences with children - nurtuling and 
promoting growth - were most salient for the most promising teachers, and that they 
showed less concern about leaving teaching. 
The 1996 English study of mature aged students by Whitehead, Preece and Maughan 
(1999:24-25) found that teaching was 'a profession of choice' and that the reason for 
wanting to become a teacher was the 'enjoyment of the subject, desire to share it, as 
well as escape from routinisation, lack of challenge and autonomy in cunent 
employment'. However, the participants commented that they had not been warned 
of the difficulty associated with gaining full-time permanent employment. Within 
this group between 33% and 50% were employed on temporary contracts. This 
reflected the growing casualisation of the teaching workforce where nationally 
'almost one in ten are on fixed-term contracts, although only a third of these are in 
secondary schools' (Whitehead, Preece and Maughan, 1999:26). Although they had 
no intention of leaving teaching in the immediate future the two issues of concern for 
the group were the lack of systematic support within schools for the newly qualified 
and the inseculity and resultant stress sunounding the temporary nature of their 
positions. The difference between these studies with regard to 'job security' may have 
more to do with the location of the study. Within the United States of America there 
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seemed to be a process in place for the acquisition of tenure, with its job secudty, 
after a successful probationary pedod. Whereas this does not seem to be the case for 
the teachers in the English study. 
On the one hand there seems to be evidence of a strong desire for job secudty by 
beginning teachers, and on the other hand evidence to suggest that this is not the 
case. There seems to be a more 'utopian ideal' at the stage of making decisions about 
entedng teaching and a more 'utilitmian focus' for the individual having entered the 
workforce. The instance of the beginning teacher on tempormy engagement and their 
connection of career choice and job reality m·e wmthy of further consideration and 
research. Indeed, Draper, Fraser and Taylor (1998) in their development of a 
typology of career strategies argued the need to think about teaching as a job of work 
as well as a profession. They assetted that: 
changing patterns of teacher employment would suggest that teachers at work 
have to contend with similm· pressures to those employed elsewhere. For 
example, more teachers hold part-time and temporary contracts (Draper, 
Fraser and Taylor, 1998:374). 
The impact on professional development and career prospects, according to these 
authors, has received little consideration. Thus, viewing teaching as both a job of 
work with occupational demands and a profession implies an extension of the 
existing set of roles and responsibilities of the employing authodty in supporting a 
permanent or temporary employee into the world of teaching as well as the world of 
work. 
Role of Induction for Temporary Beginning Teachers 
The fourth and final example of a 'gap' in the research literature involves the role of 
induction for beginning temporary teachers. Induction is deemed to be crucial for 
the positive transition from student teacher to beginning teacher and beyond (Carre 
1993; Draper, Fraser, Raab and Taylor 1997; Hogben and Lawson 1984; Letvin 
1992; Ryan, 1970; and Tisher, 1990). As a mandatory requirement of the 
professional development and training agenda for Education Queensland, Pdncipals 
or managers are responsible and accountable for the induction of new employees 
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(Department of Education Manual, 1995:HR-04/3). This includes beginning teachers 
employed either as permanent employees or on temporary engagement. 
Huling-Austin (1986:4), a proponent of induction programs, suggested that induction 
programs could reasonably be expected to 'increase the retention rate of promising 
beginning teachers during the induction years'. Varah, Theune and Parker (1986:33) 
agreed and suggested that retaining the most effective teachers through a 
collaborative teacher induction program may improve the quality of education in 
schools. Hoffman, Edwards, O'Neal, Barnes and Paulissen (1986: 20) added that 
induction programs work best when the teaching context was appropriate to the 
talents and interests of the first year teacher (see also Macdonald, 1999). They stated 
that the programs do 'not provide sufficient support to overcome inappropriate 
placements or stressful work conditions (and) in fact, in such situations the programs 
only serve to further antagonise and exacerbate negative feelings' (Hoffman, 
Edwards, O'Neal, Barnes and Paulissen, 1986:20). In the case of the beginning 
teacher on temporary engagement, an example of a stressful working condition could 
be the frequency and inconsistency surrounding the offer of a temporary engagement 
and the possible resultant feelings of job insecurity. 
Veenman (1984: 165) highlighted the paucity of research in the area of induction 
programs for beginning teachers and stated that little was known about the impact of 
induction practices on the development of teachers or pupil achievement, and about 
the appropriateness of one induction program over another (see also Fox and 
Singletary, 1986). An opposing viewpoint is offered by Fullan (1991) who asserted 
that: 
induction support is powerfully sensible, and the many potential and actual 
benefits for new teachers, mentors, and the schools are soon intuitively, if not 
actually, realized as people try out induction programs (Pullan, 1991:309). 
Thus, there is some conflict amongst researchers on the need for and benefits of 
induction programs for beginning teachers. This conflict merely highlights the need 
for more substantial research to be conducted in the area. 
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The immediate implication for Education Queensland and its promotion of induction 
practices would be to suggest that the link between the provision of an induction 
program for beginning teachers on temporary engagement and their positive 
transition into the workforce is tenuous. This may have some significance for a 
beginning teacher on a temporary engagement who is operating on the assumptions 
that firstly, participation in an induction program will lead to improved pe1formance, 
and secondly, that improved performance will lead to an offer of permanency. There 
does not seem to be any evidence to suggest that an induction program will improve 
the performance of a beginning teacher in order that they may obtain a permanent 
position. Indeed the provision of an induction program under stressful working 
conditions, as suggested by Hoffman, Edwards, O'Neal, Barnes and Paulissen (1986) 
may nullify any potential benefit. Research into this area will be useful for 
Education Queensland in their policy formation on induction practices for beginning 
teachers on temporary engagement, as well as for cladfication of the links for the 
beginning teacher wishing to obtain permanency. 
In sum, a strong justification for conducting research into the field of beginning 
teachers on temporary engagement has been established. The 'gaps' identified in the 
research literature assist in the identification of issues that permeate these gaps. 
These issues are identified at the end of this chapter and are developed further as a 
theoretical framework outlined at the end of Chapter 3. The purpose of the 
framework underpinning this thesis is to contdbute additional knowledge to 'fill in 
the gaps' in the research, and as a professional doctorate to inform organisational 
policy dealing with the temporary employment of beginning teachers. 
Summary 
It will be recalled that the research question concerning the impact of temporary 
employment on teachers beginning their career initially arose out of the researcher's 
professional practice. The concerns raised by the beginning teachers to the 
researcher, couched in terms of the guiding hypotheses, have been echoed in the 
literature concerning the trend towards the casualisation of the workforce (Bddges, 
1994; Bronstein, 1991; Burgess, 1996; and Cordova, 1986), and in particular the 
teaching workforce (Ball and Goodson, 1985; McArthur, 1981; Sikes, Measor and 
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Woods, 1985; Tisher and Taylor, 1982). The trend towards casualisation has been 
realised in an increase in the number of teachers employed in a temporary capacity, 
and in the identification of concerns with this trend especially within the beginning 
teacher employee group (Senate Employment, Education and Training References 
Committee, 1998; Tattam, 1998). 
Education Queensland acknowledges its commitment to the maximisation of 
permanent employment (Education Queensland, 1998a), and the rate of temporary 
employees in Education Queensland is considerably lower compared with other 
Australian States (Tattam, 1998). However, some of the ways in which Education 
Queensland policies surrounding temporary employment are implemented, suggest a 
'negativity' associated with its commitment to maximisation. There are indications of 
differential treatment received by temporary employees compared with pennanent 
employees, that the potential usefulness of policy documents relating to temporary 
employment are under-utilised, and that the complexity of Education Queensland's 
employment processes hinders the acquisition of permanency for some teachers. The 
examples have been extended in the working hypotheses underpinning the research 
question. 
The role of the Queensland Teachers' Union in monitoring the percentage of 
temporary employment within Education Queensland has been acknowledged, as has 
the identification of potential concerns with individualised Union support. Just as it 
was suggested that Education Queensland as the employing authority view teaching 
as a job of work and as a profession, so too is it suggested by Whitty (1997 :306) that 
teaching Unions become involved in both educational and industrial issues. Indeed, 
this extended view of teaching incorporating both the professional and occupational 
dimension is explored in more detail in Chapter 3. A combination rather than a 
separation of these two aspects by the Union and the employing authority may be far 
more productive for the teacher beginning, their career as an employee, and as a 
teacher. Similarly, the Board of Teacher Registration although equitable in its 
treatment of permanent and temporary employees of Education Queensland, 
identified some general concerns with the level of induction support received by 
beginning teachers. 
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This study will contribute to the research literature in the following ways. Firstly, 
gaps in the current research have been identified. These include: (a) the limited 
scope from which tenure and the impact of the casualisation have been researched, 
(b) the tenuous link between temporary employment and job security and 
satisfaction, (c) the impact of temporary employment and the decision to become and 
remain a teacher, and (d) the role of induction in supporting temporary employees. 
This study will contribute fmther knowledge to and research this area of practice. 
Secondly, as a professional doctorate there is an implied notion that this knowledge 
and research will be presented so as to inform policy and practice. In this case the 
focus for the recommendations will be Education Queensland since there is a limited 
understanding of the impact that Education Queensland's temporary employment 
practices has on the beginning teacher employee group. 
This chapter also contributes to stage one of the beginning temporary teacher 
theoretical framework (see below) that underpins this study through the 
identification of four emerging conceptual issues. The first issue is the degree of 
connectedness between: (a) the evolving relationship of the beginning teacher, 
temporary engagement and permanency; (b) organisational policy and its 
implementation in practice; (c) teaching as an occupation and teaching as a 
profession; and (d) an organisation's need for staffing flexibility and the individual 
teacher's need for job security. Implicit in these connections is the notion of tension. 
The second issue identifies distinctions between the permanent employee and the 
temporary employee groups in terms of organisational policy, working conditions, 
and access to induction programs. The third issue to emerge highlights the 
disadvantages associated with temporary employment, which in turn exacerbates the 
tensions listed above. The final issue highlights the limited nature of the lens through 
which the current research has viewed the potential of induction to link policy to 
practice, and in the under-utilisation of policies and practices for beginning 
temporary teachers. 
These conceptual issues have 'framed' the way in which organisations, in this case, 
Education Queensland, the Queensland Teachers' Union and the Board of Teacher 
Registration have responded to meet the employment strategy of temporary 
engagement for the beginning teacher group. The issues act as a springboard from 
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which to further critique the practice of the use of 'temporary engagements' and 
eventually, to develop the professional and policy responses to this phenomenon. The 
next chapter broadens this context to include a review of the literature. 
Beginning Temporary Teacher Theoretical Framework: Stage One 
1. CONTEXT 
• Changes to Teacher Employment Practices within and outside Australia 
• Changing Nature of Work 
• Changes to Employment Practices within Education Queensland 
• Guidelines, Policy and Practices of Education Queensland, Queensland 
Teachers' Union, and Board of Teacher Registration 
• Scope of Current Research 
•••••••••••••••••••••••••••••••••••• 
• EMERGING CONCEPTUAL ISSUES e 
• 
• • 1. Degree of Connectedness 
• 
• 2. Distinction between Permanent Employees and Temporary 
• Employees 
• 
• 3. The Precariousness of Temporary Employment 
• 
• • 4. The Understanding of Temporary Teaching in the Research 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• • Literature 
• • 
••••••••• 
• • •• 
• • •• •• 
•••• • •• 
•••••••••••• 
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CHAPTER THREE 
BEGINNING TEACHERS AND PERMANENCY: 
A REVIEW OF THE LITERATURE 
The group known as beginning teachers has over the past thirty years received a 
great deal of attention in the research literature within Australia, the United States of 
America and the United Kingdom. There is some research within the beginning 
teacher literature that deals with teacher tenure. There is however a silence in the 
literature about Australian beginning teachers on temporary engagement or on a 
teaching contract. 
In keeping with the outline above, this literature review is divided into two 
intenelated parts. The first pmt reviews the literature on beginning teachers as a 
cohmt, and the beginning teacher experience. The second pmt deals with the specific 
issue of permanency/tenure and its relationship to the beginning teacher. It considers 
the concept of tenure within a bureaucratic organisation, the parallels between the 
beginning teacher and the beginning academic, the industrial context, the acquisition 
of tenure, the contractual anangement and commitment to various parts of the 
organisation of beginning teachers on temporary engagement. Connections between 
the research question and the literature are considered throughout this chapter. At the 
conclusion of each part of the review the emerging conceptual issues are identified 
and incorporated into the beginning temporary teacher theoretical framework as 
stages two and three. At the conclusion of the chapter these issues are drawn together 
and re-conceptaulised into a model. 
The Beginning Teacher Experience 
Research literature on beginning teachers can be grouped into five categories. The 
first category of research studies deal with the concept of the beginning teacher as a 
distinctive phase or stage within a series in the professional life and cm·eer of a 
teacher. Studies in the second category of research centre upon the perceived 
problems of the beginning teacher, while the third category is concerned with 
induction programs and processes implemented to support the beginning teacher. The 
fourth category of resem·ch deals with beginning teacher socialisation, while the final 
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category reviews the changes in the nature of research conducted in the field of 
beginning teachers. In the main, the focus of the research has been on pedagogical 
matters for a beginning teacher, with little consideration given to conditions of being 
an employee or more specifically a temporary employee. The implications of such an 
omission will be incorporated in the discussion. 
The Beginning Teacher Stage of the Career Cycle 
The 'beginning teacher' is readily identified as a specific stage in the career of a 
teacher. Figure 3.1 represents models of teacher career stages and was developed by 
the researcher as a method of summarising research that had classified a teacher's 
career as a series of stages, phases or periods. It can be seen from this model that 
some researchers recognised the importance of the pre-service training component as 
being part of the career continuum (see Fessler and Christensen, 1992; Fuller, 1969; 
Vonk, 1989 in Fessler and Christensen, 1992). Others began their models with the 
stage at which a teacher took full responsibility for a group or groups of children (see 
Burden, 1982a; Gregorc, 1973; Huberman, 1988; Huberman, 1989; Leithwood, 
1992; Sikes, Measor and Woods, 1985; Unruh and Turner, 1970). All recognised 
some initial stage at entry into the teaching profession. Within this thesis, the initial 
stages in these models are examined with regard to their adequacy in describing the 
stage(s) of the graduate's and beginning teacher's movement from university student 
to temporary/permanent employee with Education Queensland. 
Descriptions of the Beginning Teacher Experience 
A number of these researchers wrote about the beginning period of teaching as 
consisting of pedagogical problems which needed to be addressed in order to survive. 
Burden's (1982a) research which analysed teachers' self-perceptions of personal and 
professional development is indicative of this group. Within this category of 
literature the first year of teaching is often conceptualised as the survival stage 
whereby the beginning teachers: 
were primarily concerned about their adequacy in: (1) maintaining classroom 
control, (2) teaching the subject, and (3) improving their teaching skills ... and 
knowing what to teach. Many teachers expressed feelings of inadequacy in 
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each area and consequently were concerned about their success as a teacher 
(Burden, 1982a:3). 
He listed some of the professional characteristics of this stage as limited knowledge 
of teaching methods, planning, record keeping, motivation, discipline, organisation, 
children's charactedstics, school curriculum, school rules and regulations, coupled 
with feelings of inadequacy, uncertainty and confusion (Burden, 1982a:14). 
Figure 3.1 Models of Teacher Career Stages 
Fuller 1969 Unruh and Katz 1972 Gregorc 1973 Burden 1982a 
Turner 1970 
Pre-teaching Pre-service 
Concerns Period 
Early Concerns Initial Teaching Survival (approx.l Becoming Stage Survival Stage 
about Survival Period (1-6 years) year) (year 1) (year 1) 
and Self 
Teaching Building Security Consolidation Growing Stage Adjustment Stage 
Situation (6-15 years) (years 2-4) 
Concerns 
Concerns about Maturation Period Renewal (3-4 years) Maturing Stage 
Pupils and Impact 
Maturity 
Fully-
functioning 
Stage 
Sikes,Measor Huberman 1988 Vonk 1989* Leith wood Fessler and 
and Woods 1985 Huberman 1989 1992 Christensen 1992 
Pre-professional Phase Pre-service 
Threshold Phase (year 
Phase 1 (21-28) Career Launching 1) Launching the Induction and 
Entering the and Initial Career (up to Competency 
Adult World Commitment Professional Growth the first several Building 
(years 1-6) (years 2-7) years) 
Phase 2 (28-33) Stabilising and First Professional Enthusiastic and 
Age 30 Transition Final Phase Stabilising Growing 
Commitment 
Reorientation phase Professional Career Frustration 
Phase 3 (30-40) New Challenges- Commitment 
Settling Down New Concerns: Second Professional (ages 30-40 
Experimentation Phase years) Career Stability 
Responsibility 
Consternation Running Down Phase Professional 
Phase 4 (40- (before Retirement) Plateau (ages Career Wind-down 
50/55) 40-55 years) and Career Exit 
* Cited in Fessler, R. 
and Christensen, J. Preparing for Career Exit 
(1992) Retirement 
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Katz (1972:50-51) also identified survival concerns of pre-school beginning teachers 
relating the tension between anticipated successes to classroom realities, but 
tempered this with the need to provide professional supp01t to allay the fears of 
inadequacy and unpreparedness. Huberman (1988:124) in his life-cycle study of 160 
randomly selected secondary teachers in Switzerland conceptualised, through clinical 
and ethnographic interviews, the early stage as 'launching a career and initial 
commitment' peliod coveling between one and six years. He believed that some 
beginning teachers expelienced 'easy beginnings' whilst other beginning teachers 
expelienced 'painful beginnings', arguing that: 
easy beginnings involve positive relationships with pupils, manageable 
pupils, the sense of pedagogical mastery, and enthusiasm. Painful beginnings 
are made up of role overload and anxiety, difficult pupils, heavy time 
investment, close monit01ing by teacher education staff, and isolation inside 
the school (Hubetman, 1988:124). 
The experiences of beginning teachers are however not all negative. Shaw (1977:9) 
in his 1976 study of 50 randomly selected first year plimary and secondary teachers 
in Queensland, Australia listed, through responses to a questionnaire and interview 
study some of the positive features. When asked 'What do you feel best about?' the 
secondary teachers responded with: feeling good about relations with some children 
and some groups of children ( 42% ), relations with staff and the Plincipal and 
satisfaction with the school (13% ), and a general sense of well-being and satisfaction 
as a teacher (11% ). Shaw's research is dated and was set within a context of full-time 
permanent employment. Given the trend towards temporary employment, levels of 
satisfaction and establishing relationships were incorporated as two of the guiding 
hypotheses for this thesis to compare current beginning teachers' perceptions with the 
sentiments of this earlier cohort. 
The description of the beginning or becoming teacher stage offered by Gregorc 
(1973) who investigated sequential professional development captures more of the 
complexity of the expelience. Gregorc ( 1973) stated that: 
a person in the becoming stage demonstrates an ambivalent commitment to 
teaching. He (sic) is beginning to develop initial concepts about the purposes 
of education, the nature of teaching, the role expectations in the educational 
process, and the role of the school as a social organization (Gregorc, 1973:3). 
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Even though Gregorc (1973) captured the complexity of the beginning teacher 
experience, the central point in his findings, as it is with the other wdters, rests with 
pedagogical concerns, that is, concerns with the practice of teaching/learning within 
the classroom. Little mention is made of the impact on the beginning teacher of their 
employment or working conditions as distinct from professional or classroom 
matters. This thesis has as its focus the working conditions associated with temporary 
employment of the beginning teacher. 
Factors Affecting Beginning Teacher Transition 
The relative ease and progress with which a beginning teacher moves through this 
stage is dependent upon a number of factors. Sikes, Measor and Woods (1985:13-
25) in their study discovered that individuals had their own idiosyncratic biography 
and so did not follow exactly the same occupational career path. Data for this study 
was collected using a 'life history' approach consisting of four-five unstructured 
interviews or 'conversations' with 48 male and female science and art teachers. They 
cited the example of the forty year old entrant to teaching with other adult life 
experiences compared with a twenty-one year old entrant who was not only entedng 
a career but was also entering the adult world. Even so, they suggested that there 
were some common developmental sequences of stages and phases, and that these 
were affected by experiences within and outside the work experiences. 
The model of different sets of concerns were developed further by Castallo, Fletcher, 
Rossetti and Sekowski (1992:129-130) in descdbing stages in adult development as 
being quite distinct and having quite different sets of occupational concerns. During 
the ages from 18 to 22 years the concerns are with leaving home, for the 23 to the 28 
year old it is the movement into the adult world (including obtaining employment), 
and for the 29 to 34 year old there is the search for stability. Between the ages of 37 
and 42 professional decision-making is the concern, and between 45 and 55 years 
adults are at their professional peak and are in a pedod of settling. The mellowing 
stage is from 57 to 64 years and is followed by the pedod of review for the 65 years 
and over. The significance for this thesis is the relationship of the concerns at each 
stage to the employment options preferred by the graduate. For example from the 
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descriptions above a mature aged entrant may have a greater need for the stability 
associated with permanency than a younger beginning teacher. 
The concept of 'related experiences' was developed fmther by Fessler and 
Christensen (1992:34-36) who generated 'The Career Cycle Model' for teachers from 
a synthesis of the literature and an interview based research project that investigated 
the constructs of specific career stages, personal and organisational environmental 
factors, and appropriate incentives and professional development delivery modes. 
They identified two broad groups of factors affecting the ease and rate of progress 
into teaching. The first group classified under the heading of 'personal environment' 
included family, positive critical incidents, crises, individual dispositions, and 
avocational outlets. The second group of factors classified as 'organisational 
environment' included school regulations, management style, public trust, school 
expectations, professional organisations and Unions. In a later section of their work, 
they translated these factors in terms of the beginning teacher experience. Within the 
personal environment the beginning teacher was faced with factors such as their 
family as a support system, their goals and aspirations, their age and experience at 
the point of entry into teaching, and crises in their personal life. Some of the 
organisational environmental factors included the degree of support from the 
Principal, degree of collegial interaction, assigned job responsibilities, access to 
information about the school, and teacher accountability (Fessler and Christensen, 
1992:65-73). Since this classification is more holistic and encompasses factors 
beyond the classroom it has potential to be useful in analysing the context of the 
beginning teacher on temporary engagement through an extrapolation of the specific 
experiences that impact on their ease and rate of progress into teaching. 
Perceived Problems of the Beginning Teacher Group 
International research suggests that there is a common set of problems experienced 
by beginning teachers. Veenman (1984) in his meta-analysis reviewed 83 studies 
undertaken since 1960 and conducted in the United States of America, West 
Germany, United Kingdom, Netherlands, Australia, Canada, Austria, Switzerland 
and Finland, on the perceived problems of beginning teachers in their first year of 
teaching. His findings were that: 
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the eight most frequently perceived problems were (in rank order) classroom 
discipline, motivating students, dealing with individual differences, assessing 
students' work, relationships with parents, organization of class work, 
insufficient mate1ials and supplies, and dealing with problems of individual 
students. There was a great correspondence between the problems of 
beginning elementary teachers and beginning secondary teachers, although 
the rank order of these problems varied a little between the two groups. 
Classroom discipline was by far the most serious problem (V eenman, 
1984:160). 
Although somewhat dated these findings do not depart significantly from more 
recent studies. Tisher (1990:78) in reviewing induction programs within Australia 
discovered that beginning teachers were concerned 'with their abilities to evaluate 
their own teaching, to motivate pupils, to control classes, and to teach pupils with 
wide ability ranges'. 
Another more recent example of beginning teacher concerns emerged from the 
findings of a study by Batten, Griffin and Ainley in 1991 of primary and secondary 
teachers within their first five years of teaching in government and non-government 
schools in Victoria, Queensland and the Australian Capital Temtory. A 
questionnaire was developed and distlibuted to a total of 2938 teachers. Part of the 
questionnaire dealt with areas of difficulty in teaching. The areas of most concern 
ranked by secondary teachers were: (a) catering for students with a range of different 
learning needs; (b) use of computers and technological aids; (c) cumculum change, 
planning, and development; (d) information about access to resources, (employment) 
time management; (f) student assessment and evaluation; (g) handling administrative 
responsibilities; (h) student discipline; (I) student welfare; (j) effective teaching 
techniques; and (k) classroom organisation (Batten, Griffin and Ainley, 1991:29). 
The order is different from Veenman's (1984) study but the content is similar. The 
cited difficulties in the use of computers and technological aids, cumculum change, 
planning and development, and handling administrative responsibilities might be an 
indication of the increased and different responsibilities faced by beginning teachers 
in the 1990s. Even so, the majority of perceived problems faced by beginning 
teachers fall within the pedagogical domain. Just as the description of their initial 
career stage outlined in the previous section is devoid of concerns stemming from 
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their employment type and resultant working and industrial conditions so too are the 
perceived problems. Their exclusion from the discussion could be a result of a 
particular emphasis in the research away from non-pedagogical issues, a low priority 
attributed to such concerns, or indeed a view held that there is no direct impact of 
such concerns on beginning teacher well being and perfotmance. 
The Social/Institutional Context 
Although there is general agreement on the types of problems faced by beginning 
teachers, some caution needs to be exercised to ensure that the perceived problems of 
beginning teachers do not dominate the beginning teacher experience. Martinez 
(1993:36) in her work into induction programs for beginning teachers in Queensland, 
asse1ted that this view of beginning teachers devalued their increased understanding 
of teachers' work, and did not take into account the beginning teacher's potential role 
as a reformer of, rejuvenator of, and critical contributor to the system. She added 
that in some cases the 'problem' should be attributed to the social/institutional context 
rather than to the teacher. Martinez (1993:36) provided examples of these contexts. 
A beginning teacher may be given an already acknowledged group of difficult 
children, have to teach outside their formal teaching area, be given excessive work 
loads, have to follow inherently flawed school policies, or they may have inherited 
another teacher's class because of the late entry into the school. 
In terms of the research problem addressed in this dissertation, all of the 
characteristics of these social/institutional contexts described above have 
significance for the beginning teacher on temporary engagement. The beginning 
teacher's late entry into a school may limit their ability to negotiate the composition 
of classes, the type of subjects taught, and the number of different subjects and 
classes taught. Fmthermore, the very nature of temporary employment may limit the 
range of teaching and learning strategies with which a beginning teacher may 
implement or experiment. Indeed Draper, Fraser, Raab and Taylor's (1997:16) study 
of probationers in Scotland suggested that probationers with broken patterns of 
employment tended to be 'survival oriented', learning 'not to be too adventurous 
when it comes to lessons'. 
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It is notewmthy that these problems are acknowledged as not being confined to the 
beginning teacher group alone. Veenman (1984:159-160) reported that a number of 
problems faced by beginning teachers were also faced by experienced teachers, and 
that these problems were not solely linked with entrance into the profession (see also 
Cruickshank, Kennedy and Myers, 1974). 
Focussing on the Solution rather than the Problem 
Perhaps the distinction lies not so much in the nature of the problem, but rather in the 
matter of resolution. Clark and Peterson (1986:279-280) from their research on the 
comparison of comments of beginning teachers and experienced teachers in response 
to their descriptions of common classroom critical incidents, inferred that 
experienced teachers had a better developed and different knowledge structure and 
schemata (see also Valli, 1992). Carter and Richardson (1989:406) added that 
beginning teachers differ from both pre-service and experienced teachers in terms of 
knowledge, skill, attitudes, and cognitive processes. The evidence seemed to suggest 
that the inexperience of the beginning teacher in handling problems was a more 
significant factor than the type of problem. Even so, the beginning teachers are 
expected on the first day of teaching to comply with the same job description and 
context as the experienced teacher. Moran (1990) concurs and added that the public 
and the employers behaved: 
as though beginning teachers emerge from their preservice tnumng fully 
(professionally equipped) and furthermore responsive, responsible, rational, 
adaptable, intellectually curious, vigorous, compassionate, imaginative, and 
open-minded (Moran, 1990:211). 
Her contention was that beginning teachers were not fully equipped to handle the 
demands of the profession and that their first few months were couched in negative 
terms. This contention is supported by the beginning teachers' negative descriptions 
of their initial stage of teaching and the list of perceived problems faced. The 
significance for this thesis of highlighting this 'negativity' lies in ascertaining how the 
conditions of being on a temporary engagement impact on this 'negativity'. These 
perceptions of negativity need to be considered against the general perceptions held 
by teachers about their profession. According to the Senate Employment, Education 
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and Training References Committee (1998:71) there are inherent contradictions in 
teachers' perceptions of their status: 
on the one hand, they believe their work important and they value teaching 
excellence in colleagues and sttive for it themselves. On the other hand, they 
believe that their skills are neither understood nor valued in the community, 
which accords low status. 
Teachers see their status as low, in decline, tend to display a poor self-image and are 
defensive about their profession. One conttibuting factor to these negative 
perceptions may be the 'casualisation' of the teaching workforce. The rep01t argues 
that the broader community's perceptions are actually more varied and more positive, 
and that teachers' negative assessment of their status can become a self-fulfilling 
prophesy (Senate Employment, Education and Training References Committee, 
1998:71-78). Thus the notion of and degree of negativity associated with temporary 
employment needs to be considered within a profession that tends to desctibe itself in 
less than positive terms. 
Pre-Service Preparation 
Another consideration in focussing on the problems per se is that there is a 
temptation to blame, and the blame in this instance is often atttibuted to the pre-
service training received by the beginning teacher. A number of wtiters 
acknowledged some of these inadequacies (see Hogben and Lawson, 1984; Nias, 
1986; and Turney, Eltis, Tower and Wtight, 1986). Veenman (1984) summatised 
some of these inadequacies or ctiticisms as: 
the (too large) tension between theory and practice, the accentuation of the 
academic subject matter knowledge instead of the skills of instmction of the 
school subjects, the teaching of isolated bits of information, the restticted 
student teaching expetience, the loose control and development of practical 
knowledge and skills in the public schools (V eenman, 1984: 167). 
At the school site this tension between theory and practice is realised in a number of 
ways. CaiTe (1993:203) in his study of first year ptimary teachers recognised that the 
'idealistic theory' of teacher training created expectations that were different from the 
actual expetience in the classroom contexts. Metzner, Nelson and Sharp (1972: 194) 
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refened to this disparity as 'reality shock' (see also Turney, Eltis, Tower and Wright, 
1986). McArthur (1981:3) commented on the reality shock as the 'sudden, 
sometimes realisation of the disparity between a way a job is envisaged before 
beginning work and the actual work situation'. He tempered this comment by saying 
that this shock modified over time, that it was at its worst in the first year and that 
commitment to the job strengthened over time. 
Whilst these concerns are supported by Bennett, Cane and Dunne (1993:219), a 
caveat is offered by their pointing out that initial training could not possibly prepare 
all teachers for all aspects of their careers. Their contention was that by emphasising 
a pmiicular set of knowledge and skills, another set of knowledge and skills was 
neglected. They called for continual training that transcended the pre-service and 
induction phases, with all appropriate personnel accepting responsibility for its 
implementation. It is this final point that begins to link pre-service to induction 
within a framework of professional development or training whilst acknowledging 
joint responsibility between university and school personnel. However it is a limited 
view, since its focus too is on the pedagogical and professional concerns of 
beginning teachers. 
The argument for a broader perspective is highlighted by the work of McWilliam and 
Kirk (1993:59) which recognised the connection between initial teacher preparation 
and employment prospects for the graduate. Arguing that 'it is no longer appropriate 
or defensible to presume that 'first year out' generally equates with 'first year of full-
time tenured service', they asserted: 
initial teacher education models that develop 'portable' conceptual literacy in 
pre-service teachers would enable graduates to better cope with and 
understand conditions of underemployment and unemployment which are so 
deskilling professionally as well as distressing psychologically. An ability to 
'read' the political and economic conditions within which we seek to engage 
in professional work would seem to be a more practical outcome ... 
(McWilliam and Kirk, 1993:62). 
They urged 'a client-centred conceptualisation of teacher preparation which is more 
relevant to actual schedules and conditions of employment' (McWilliam and Kirk, 
1993:63). These statements represent a shift in viewing pre-service or initial teacher 
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preparation by acknowledging teaching as both a profession and as a form of 
employment. The professional program for pre-service teachers involves their 
preparation for a teacher's role working with students within the classroom and 
school. The preparation for employment incorporates an understanding of and 
preparation for the occupational dimension of their role as an employee with an 
employing authority. It is this shift that recognises the teacher as a professional and 
an employee that has most relevance for this study. The beginning teacher problems 
and issues raised in this section lead well into the next section that deals with the 
support mechanisms offered to the beginning teacher within the school. 
Induction Programs and Processes for the Beginning Teacher 
Induction as defined by Ransby (1993:93) is 'the process by which newly qualified 
teachers received developmental supp01t in order to demonstrate competence during 
their first year of teaching'. Even though the format, type and duration of such 
programs vary dramatically, there is general agreement that induction programs are 
crucial for the positive transition from student teacher to teacher and beyond (Carre, 
1993; Hogben and Lawson, 1984; Ryan, 1970; and Tisher, 1990). 
The value of induction is recognised by Education Queensland since the provision of 
induction is a mandated requirement for new employees (Department of Education 
Manual, 1995:HR-04/3). However the induction program designed, developed and 
implemented within a school is a school based decision and generally represents a 
part of the overall school's commitment to the human resource development program 
for employees. Schlechty and Whitford (1989:446) highlighted as paradoxical the 
situation where 'schools most likely to have a strong human resource development 
capacity are also likely to be low in staff turnover and thus least likely to have 
beginning teachers in the faculty (and this) means that beginning teachers are most 
likely to teach in schools with limited capacity for human resource development'. If 
this is the case then beginning teachers on temporary engagement moving from one 
work site to another over an indefinite period of time could ~e a group most affected 
by the inability of a school to provide adequate support. 
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The Purposes and Components of Induction Programs 
Ruling-Austin (1986:2-4) outlined the major purposes of induction. These are to: (a) 
improve teaching performance; (b) promote the professional well being of the 
beginning teacher by improving teachers' attitudes towards themselves and the 
profession; (c) increase the retention rate of promising beginning teachers; (d) satisfy 
mandated requirements related to induction and ce1tification; and (e) to transmit the 
culture of the school and education system to the beginning teacher. Weiss (1999) in 
her study of first year teachers in the United States of America advocated for a 
suppmtive induction experience within a collaborative framework. Her contention 
was that first year teachers would then have: 
oppmtunities for professional development that encourage collaboration and 
that provide support that this study found is associated with stronger morale, 
commitment to career choice, and plans to remain in teaching. In such 
professional environments, new teachers have increased oppo1tunities to 
successfully meet more challenging performance-based standards (Weiss, 
1999:870). 
She added that cunently many new teachers were initiated into a profession that set 
them up to fail since they were 'exceptionally vulnerable to the effects of 
unsupportive workplace conditions' (Weiss, 1999:869). 
V eenman (1984) summarised the common components of induction practices, which 
included: 
the provision of printed materials about employment conditions and school 
regulations, orientation visits to the school before the start of the year, release 
time, group meetings between beginning teachers for emotional support, 
consultations with experienced teachers, the assignment of an experienced 
teacher as a helping teacher, conferences/workshops on specific topics, 
reductions in teaching load, conferences with supervisors, opportunities to 
observe, and team teaching (Veenman, 1984: 165). 
Three additional components for an induction program aimed at the beginning 
teacher's mentor were provided by Fullan (1991:304). They involved the provision 
of release time, the reduction of their teaching load, and the receiving of credit for 
the support teacher from colleges and universities for participation in these induction 
programs. 
58 
Concerns with Induction Practices for Temporary Teachers 
The connection between the ideals stated within the purposes of induction policy, 
and the impact of 'unsupportive workplace conditions' could be highly significant for 
beginning teachers on temporary engagement. It is in the area of induction for 
temporary beginning teachers that some research has been conducted. The 
'temporary' nature of their employment may limit their access to aspects of an 
induction program, especially those designed to foster collaborative relationships 
over a substantial peliod of time. This concern is exacerbated by some of the inherent 
problems that already exist within induction practices for beginning teachers. 
Even with a clear understanding of purpose and content of the programs, it was 
recognised by McCahan and Carpenter (1987:27-31) that access by a beginning 
teacher to such programs was haphazard, lacked coordination and was of poor 
quality. In their Australian study they cited the most commonly stated strategies for 
beginning teachers coping in the classroom. These strategies were: (a) tlial and 
error, (b) talking to students, (c) talking to colleagues, and (d) prepaling work in 
greater depth (McCahan and Carpenter, 1987:30-31). All of these strategies have 
melit, but are rather limited when one considers the other strategies listed by 
Veenman (1984). 
Crow and Peterson (1983:2) suggested that some of the existing practices of 
induction and socialisation for beginning teachers tended to exacerbate professional 
isolation and modesty. They highlighted a lack of informal and formal feedback and 
evaluation for the beginning teacher together with concerns about the type of 
feedback programs offered. There was reluctance on the part of the beginning teacher 
and the expelienced teacher to be involved in the induction programs. Grant and 
Zeichner (1981) summalised this reluctance as: 
the expelienced teacher is usually hesitant to help the beginning teacher in a 
comprehensive manner because he/she does not wish to interfere and because 
the beginning teacher is often afraid to ask for indepth help because he/she 
does not wish to appear incompetent (Grant and Zeichner, 1981:109). 
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A beginning teacher on temporary engagement may feel even more isolated and 
reticent about seeking feedback and being evaluated if their employment within a 
school is precarious. They may feel that any admission that they are expeliencing 
difficulty in the classroom may negatively affect their chances of continued 
employment. 
Another dimension to the provision of induction was offered by Draper, Fraser and 
Taylor (1997:284-285) in their exploration of the concept of continuing professional 
development for teacher probationers in Scotland. The program was based on the 
premise that continuing professional development was rooted in the provision of 
opportunities for the probationers to develop practice over a period of time. This 
assumption implied regular employment patterns. What emerged as the 1988-1991 
study progressed was that probationary teachers were being employed on a range of 
contracts. The authors suggested that there was a deskilling element inherent in 
these changing employment patterns and that: 
an increasing emphasis on short term and/or fixed-term contracts, job seculity 
and the core/peliphery model have been found to dlive post holders to more 
accommodating work behaviour and to threaten organisational 
commitment.... Casualisation of teaching with rapid turnover of staff and 
changing work venues might also be expected to militate against continuing 
professional development (Draper, Fraser and Taylor, 1997:285). 
Some of the concerns raised by probationers with broken employment patterns 
included: (a) dissatisfaction with recruitment and selection practices of the 
employing autholity; (b) inadequacy of the initial induction program; (c) frequency 
of changing work venues and starting over; and (d) diffeling expectations and 
requirements for assessment procedures for teaching performance (pp.289-291). 
Draper, Fraser and Taylor (1997:293) raised the additional concerns of an unrealistic 
and partial perspective of the probationer's performance and concluded that 'those on 
broken employment patterns miss learning to manage the job long term and that they 
therefore miss an important dimension of teaching as a professional task'. The long 
term aspects included: (a) accountability for the consequences of one's actions and 
professional behaviour; (b) reaping the benefits of planning and preparation; (c) 
maintaining long term relationships with students and colleagues; and (d) being 
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responsible in seeking to improve and change. Clark (1983:44-45) referred to 
graduates who began their teaching through the progression of relief teaching to 
short term contracts to longer term contracts and finally to full-time employment as 
participating in a 'false internship'. He argued that: 
by the time they enter the pennanent workforce they have developed the 
habits, attitudes, and subconscious reflexes necessary to survive in their sh011 
term situation. Although some of these are useful to any teacher, the 
development has been lopsided and may interfere with more desirable 
relationships (with students) (Clark, 1983:44). 
The scenario described above equally holds true for the induction of temporary 
beginning teachers employed by Education Queensland. As such, the 
aforementioned concerns have been used to consider the effectiveness of cmTent 
induction programs to meet the needs of temporary employees commencing their 
teaching career. 
The Uniqueness of the Individual 
Throughout the whole process of induction, it is important not to lose sight of the 
uniqueness of the individual teacher. Katz (1972:50-54) recognised this uniqueness 
when she stated that teachers vary in the time spent at each stage in their career, and 
that their needs changed as experience is gained. Wildman, Niles, Magliaro and 
McLaughlin (1989:484) also advocated induction that was highly individualised, one 
that went beyond the survival needs of the beginning teacher and one that took place 
over a reasonable period of time (three years) since beginning teachers were both 
teachers and learners. Ruling-Austin (1990:544) concurred and stated that induction 
programs should be flexible enough to accommodate the individual, context-specific 
concerns of the beginning teacher (see also Capel, 1998). McCahan and Carpenter 
(1987:32) argued that induction programs should be more carefully timed and 
conceived to address the beginning teacher's evolving professional needs. 
The individualisation of induction is pet1inent for this study since beginning teachers 
on temporary engagement may feel even more isolated by the temporary status of 
their employment. The concept of induction conducted over a period of time at a 
single site is problematic for temporary beginning teachers who move from one 
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temporary engagement to another, at different schools with or without periods of 
unemployment. 
Thus, they may have needs that transcend 'pedagogical concerns' to include 
'occupational concerns' related to continued employment. It will be recalled that there 
are a number of perceived problems faced by the beginning teacher group, that in the 
main relate to the beginning teacher in the classroom and are focussed on teaching 
and learning. These 'perceived problems' could form the basis of support for 
addressing the pedagogical concerns. However, it was alluded to in an earlier section 
of this review that the sociolinstitutional context and the personal/environmental 
factors within the beginning teacher experience impact on these 'pedagogical 
concerns'. Indeed some of these contexts and factors described are more closely 
aligned to occupational rather than pedagogical concerns, for example, continued 
employment, remuneration, changing work venues, involvement in long term 
planning. These concerns together with the problems associated with temporary 
employment alluded to in Chapter 2, may form the basis to develop a different form 
of support to address these 'occupational concerns'. This occupational dimension 
will be further developed in the next section of the literature review. 
Beginning Teacher Socialisation 
Specific features within a beginning teacher's socialisation into the profession are 
pertinent to this thesis. Feldman (1981:310-312) listed 'management of outside-life 
conflicts' as a process variable in a three phase socialisation process involving the 
anticipatory, encountering and change, and acquisition phases of employees being 
socialised into the organisation. During the anticipatory phase 'new recruits need to 
deal with conflicts between their work and personal lives. Work and home can 
conflict over the employee's schedule, the demands of the employee's family, and the 
effects of the job on the quality of home life' (Feldman, 1981:313). An inability to 
resolve the conflict led to feelings of being pulled out of the organisation, physically 
or psychologically, or being pulled out of their personal lives. 
The uncertainty of a job for a beginning teacher on a temporary engagement may be 
an example of such a conflict where there are expectations within their personal lives 
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to earn money and find a permanent position. At the same time they are expected to 
give all of their time, skill and energy to a school in which they may only be located 
for a short period of time. The anticipatory phase of their socialisation will at the 
very least be intenupted and potentially could be quite a negative experience. 
Influences on teacher socialisation include those occurring prior to formal training, 
dming preservice training programs, and during the inservice years of teaching. 
Wildman, Niles, Magliaro, McLaughlin (1989: 474) interviewed four primary and 
secondary beginning teachers over a three year period using semi-structured 
interviews within a case study methodology. They listed the major detenninants of 
teacher socialisation as students, colleagues, school context and parents and 
suggested that these factors are differentially important at different times and that 
they affected new teachers in ways they often cannot control or understand. These 
determinants have been discussed in part in the previous section that dealt with 
factors that impacted upon the teachers at various career stages, including the 
beginning teacher stage. 
The degree and type of socialisation for the beginning teacher being employed in 
temporary positions for limited periods of time over a number of locations needs to 
be explored through an understanding of the socialisation process. Katz (1980:88) 
investigated the satisfaction and behavioural reactions of employees as a function of 
job longevity and concluded that an employee journeys through 'three differential 
states', socialisation, innovation and adaptation. Katz (1980:88) suggested that a 
newcomer was 'primarily concerned with establishing and clarifying his or her own 
situational identity within his or her new organizational boundaries, as well as with 
learning all of the unfamiliar social and technical aspects peculiar to his or her 
recently acquired job assignments and required interactions'. He continued by saying 
that organisational newcomers tended to be more preoccupied than other employees 
with psychological safety and security to reduce uncertainty, and with detelTnining 
their own identities within the organisation (see also Letvin, 1992; Sergiovanni and 
Carver, 1980). He further argued that role features involving high achievement, 
challenge and autonomy were not so predominant for a newcomer. The process used 
by the newcomer to reduce uncertainty was primarily through developing social 
relationships, and interpersonal and feedback processes and interactions (Katz, 
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1980:94-95). This concept of developing relationships relates well to the usefulness 
of a ment01ing or peer support program as part of an induction process to meet the 
professional and industrial needs of beginning teachers. It also highlights the 
potential difficulties faced by beginning teachers in temporary engagement trying to 
gain meaningful feedback and to establish relationships over fractured time periods 
in a range of locations. 
Katz (1980: 101) added that the initial work assignment for a newcomer was 
important in the socialisation process 'for it represents a somewhat tangible and early 
means of achieving recognition and visibility within the workplace as well as 
demonstrating one's ability to contribute meaningfully to the organization'. This in 
turn would strongly influence future performance and promotional success. This 
consideration seems equally imp01tant for beginning teachers on temporary 
engagement since little is known about the preparation and support received at entry 
into the profession, and in their first teaching assignment, which for this group can be 
as little as six days. Other features of temporary employment for the beginning 
teacher such as late entry into a school, limited or uncertain employment, already 
established routines, and varying degrees of support should also be included to better 
understand their socialisation process. 
Burden (1982b:8) stated that teachers in their early years were determining whether 
they wanted to make a career of teaching as well as building knowledge and skills. If 
this is the case, then one should consider the impact that a series of temporary 
engagements will have on this determination. Katz (1980: 106) mentioned employees 
being assigned to a new job through transfer or promotion and that the 'individual re-
enters or cycles into the socialization stage where he or she must renegotiate the 
initial learning phase to restore the temporary loss of the familiar'. A newcomer had 
to rebuild the interpersonal relationships as well as learn the techl)ical requirements 
of the job. 
Several changes of schools for a beginning teacher on temporary engagement require 
re-entrance into this early socialisation stage each time. The impact for the beginning 
teacher of frequent 're-entries' into a variety of schools together with coming to terms 
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with all the intdcacies of the teaching profession must be burdensome. Draper, 
Fraser, Raab and Taylor (1997) highlighted this as: 
probationers in general are going through a stressful stage in their careers 
trying to prove that they are suitable members of a demanding profession. 
What emerges from probationers with added problems of teaching in multiple 
uncertain conditions is a picture of enormous stress (Draper, Fraser, Raab and 
Taylor, 1997:20). 
Sources of stress were captured by Palmer, Sinclair and Bailey (1996) in their 
Australian study of 86 casual and permanent pdmary teachers who graduated from 
the University of Sydney between 1993 and 1996. The researchers used a Teacher 
Stress Inventory to assess individuals' judgement about the demands posed by 
potential stressors. The findings of the study indicated that 'the pressure to find 
permanent teaching positions, the pressure to impress employers, and the lack of job 
stability' were potential stressors for casual teachers (Palmer, Sinclair and Bailey, 
1996:8). Thus, what is noteworthy is the distinction in levels of stress associated with 
being a beginning teacher and with their temporary employment status. 
Changes in the Focus of Research in the Field of Beginning Teachers 
Some progress has been made to address the concerns listed above through the 
changing nature of research conducted in this field of the 'beginning teacher'. A 
commonly occumng theme of the research has been the problems (perceived or 
otherwise) of the beginning teacher expedence. Studies by Fuller (1969), Otto, 
Gasson and Jordan (1979), Telfer (1982), and McCahon and Carpenter (1987), which 
collectively span thirty years, were all examples of research on this theme. 
What seems to be emerging in more recent research is that the beginning teacher 
expedence is being contextualised in terms of other influences, factors and 
conditions that impinge on the life of the beginning teacher. There is a trend towards 
a more holistic view of the beginning teacher expedence with less emphasis on the 
deficit model of problems faced by the beginning teacher. This holistic view provides 
a framework for better understanding beginning teacher needs and how they should 
be addressed. Veenman's (1984) meta-analysis of the perceived problems of 
beginning teachers acknowledged that the findings were too general and that there 
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was little understanding of the context and how the environments with varying 
supports and challenges affected the beginning teacher. 
An example of contextualised research on beginning teachers include Zeichner and 
Tabachnick (1985) who acknowledged existing beginning teachers' perspectives and 
the cultures and traditions of the workplace. They reported the findings of a two year 
longitudinal study of the development of teaching perspectives of four beginning 
teachers in the United States of America. They examined individual responses to 
institutional contexts and the nature of formal control mechanisms in their respective 
schools. The work of Nias ( 1986), whose study of 99 infant and primary school 
graduates from the United Kingdom centred upon the self-image and identity of the 
teacher in the socialisation process, is another example of contextualised research. A 
third example is the work of Zbikowski (1990) from the United States of America 
which determined the level of reflective judgement of six beginning teachers who 
were asked by interview to describe a problem encountered in their first year and 
their attempted solutions. The fourth example is Tickle (1993) who focused on 
understanding the thinking and learning of five beginning teachers analysed from the 
transcripts of 16 meetings in a bid to improve the induction process in one Local 
Education Authority in the United Kingdom. 
Some researchers have focussed on attrition rates for beginning teachers and since 
that work has some bea1ing on this study it will be discussed in more detail. In the 
United States of America, 'as many as 40 percent of beginning teachers resign during 
their first two years of teaching (and) beginning teachers' reasons for leaving have 
less to do with insufficient salaries, as one might suppose, than with a lack of 
professionalism, collegiality, and administrative support' (Marlow, Inman and 
Betancourt-Smith, 1997:211). Batten, Griffin and Ainley in their 1991 Australian 
study of teacher morale during the first five years of teaching found that: 
the factors that had the most negative influence on teachers were community 
expectations, working conditions, pay and career potential.. .(and) that 
disenchantment sets in very early, and is probably one of the main reasons 
why one quarter of the respondents to another item (of the questionnaire) 
indicated that they would prefer to be out of education or out of the school in 
five or ten years time (Batten, Griffin and Ainley, 1991:48). 
66 
Kilgore, Ross and Zbikowski (1990:36) in advocating for supportive teaching 
contexts noted that success or failure in the first year of teaching had a significant 
impact on teachers' careers and often determined whether or not they remained in the 
profession (see also Grant and Zeichner, 1981). Griffin (1989) listed the main 
reasons why teachers said they leave during their first years: 
... they discover, too late, that work with children and adolescents does not 
suit them. Some leave because they are disappointed with the monetary 
rewards. A large number leave because they ~annot gain mastery over 
teaching due to conditions of their entry into the profession. These conditions 
include isolation. from senior colleagues, vague relationships with school 
administrators, classrooms with an overrepresentation of students who are 
unwilling to learn, schedules that require multiple preparations, few 
oppmtunities for pmticipation in the goal setting and implementation 
activities of the school, and in an absence of ongoing assistance in continuing 
to lem·n to teach (Griffin, 1989:396). 
Macdonald (1999:836) in her review of the literature into teacher attrition suggested 
that 'attrition is highest amongst those who are young, better qualified, living and 
working in difficult conditions, in particular subject areas and during times of 
economic prosperity'. 
A common thread throughout the studies is that of a causal relation between teacher 
attrition and a 'lack of or 'deficiencies in' their initial teaching contexts. Whereas the 
perceived problems and descriptions of the beginning teacher experience had a 
negative tone and related more to pedagogical concerns, the reasons for leaving the 
profession also included a range of concerns that were both pedagogical and 
conditions related to their employment. This finding is significant for this thesis. 
Does the working environment of beginning teachers on temporary engagement 
exacerbate the ah·eady high attrition rate amongst beginning teachers? 
The current attrition rate of teachers from Australian government schools is 3% to 
8%, a reduction of 10% from the attrition rates in the early 1970s, with the rates 
being the highest in the early years of teaching (Macdonald 1999:836-837). A factor 
that contributed to the attrition rates mentioned by Macdonald (1999:841), was the 
situation where 'beginning teachers are due to move from probationary to long term 
contracts or tenured positions and administrative delays occur'. Macdonald (1999) 
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cited an advantage of teacher attrition and the resultant turnover as the introduction 
of vitality and depth to the profession associated with new approaches, materials and 
experiences. Macdonald (1999) acknowledged the impact of attrition on the quality 
of, and maldistribution of the teaching pool, on student development and attainment, 
and on the age profile and the morale of the staff that remained in schools. She 
(1999:845) listed a range of strategies to reduce the attrition rates amongst teachers. 
The suggestions included beginning teachers being placed in schools as soon as 
possible after graduation and being placed in a familiar and supportive environment. 
The features of 'temporary employment' with its staggered entry, often frequent 
changes and limited lead in time would hinder the implementation of such strategies. 
So significant is the issue of teacher attrition and retention that Education 
Queensland conducted a research project in 1999 examining beginning teacher 
turnover and the reasons associated with individual resignation. The study found that 
10% of the cohort of beginning teachers who resigned between 1995 and 1998 listed 
'unable to obtain employment status desired e.g. permanent versus casual' as a work 
environment factor that impacted on their decision to resign (Education Queensland, 
1999b:4). Other reasons for their resignation included: (a) high levels of stress 
(65%), (b) insufficient support in the initial years (55%), (c) professional conditions 
of the workplace (52%), (d) Education Queensland's transfer policy (50%), (e) 
financial rewards and benefits (39% ), (f) physical conditions of the workplace (37% ), 
and (g) insufficient professional development and training (35% ). Although, 
'inability to obtain employment status desired' was well down in percentage terms 
compared to the other work environment factors, the rating is still significant. The 
other reasons for resignation listed above such as stress, insufficient support, 
financial rewards and benefits, and insufficient professional development could also 
be linked to and exacerbated by the working conditions of a teacher on temporary 
engagement. 
A further issue relates to teacher supply and demand and the impact that job security 
has on the retention of beginning teachers. In her report, Preston (1998) commented 
on teacher supply and demand requirements within Australia for the period 1999 to 
2004. In Queensland, she stated that 'at the secondary level a more moderate 
shortfall is expected through most of the period except in 2000 when supply is 
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expected to be less than half of demand' (Preston, 1998:6). Supply of teachers 
expressed as a percentage of the demand for teachers is 84% in 1999, 49% in 2000, 
105% in 2001, 98% in 2002, 84% in 2003 and 80% in 2004 (Preston, 1998:18; see 
also Preston, 2000). As such there is a shortfall in all of the projected figures except 
in the year 2001. Given the cmrent demand for teachers there is a concomitant need 
for employing authorities to ensure working conditions conducive to teachers 
remaining in the teaching profession. Placing beginning teachers on a temporary 
engagement with all of its insecmities may be one example of a working condition 
that mitigates the problem of staying in the profession. At the very least it seems 
prudent to ask if the lack of job secmity and the tenuous nature of being on 
temporary engagement impacts on the beginning teacher's decision to remain within 
the profession and or Education Queensland. 
There is some con-elation between teacher supply and demand and quality of 
teachers hired. When there is a large pool of applicants there is a greater likelihood 
of selecting quality teachers who are willing to remain in teaching. When the 
applicant pool is small there may be a limited number of quality teachers from which 
to choose. The aim of employing authorities surely is to implement strategies that 
attract and retain the best beginning teachers. Cowan (1997:15) added that with the 
increase to 10% of casual employment within the education industry, with the 
resultant security of tenure diminishing, career paths cut off and working conditions 
downgraded, there may be a resultant decrease in the number of tertiary students 
choosing teaching as a career. She also alerted the reader to a more complex question 
pertaining to the impact of casualisation and flexibility on the quality of education 
for children. 
Thus, recent research into the field of beginning teachers has acknowledged the need 
to consider the 'cunent context' of those individuals. The proposed study of the 
beginning teacher on temporary engagement is compatible with these other studies, 
since it attempts to come to giips with a cunent employment issue. There are also 
indications, albeit tentative, that the rather difficult stage of a beginning teacher is 
exacerbated by being a temporary employee and that this combination of experiences 
in turn may contribute to beginning teachers leaving the profession. 
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It will be recalled that the emerging conceptual issues identified in Chapter 2 were 
degrees of connectedness, distinctions between employee groups, precariousness of 
temporary employment, and the limited manner in which the research literature has 
conceptualised the beginning teacher. The issues evolving from this first section of 
Chapter 3 extends the beginning temporary teacher theoretical framework by 
inclusion of the Professional Dimension of the Beginning Teacher Experience. The 
issues have been incorporated as stage two in the development of the framework 
below. 
The first conceptual issue emerging from the literature, and incorporated into the 
framework, identifies the emphasis placed on the professional, educational and/or 
pedagogical dimensions of the initial beginning teacher experience at their entrance 
into the profession. This emphasis may be seen in the descriptions by beginning 
teachers of their initial experiences, pre-service preparation and induction. As 
beginning teachers progress past the initial stage, socialisation into the profession 
and the occupational dimensions of the profession assume greater emphasis in the 
literature. Issue two develops this concept further by incorporating 
socio/institutional contexts and personal/environmental factors to more fully explain 
the beginning teacher experience and their transition into the next stage of teaching. 
This more holistic view is elaborated upon in the next section of the review. 
Tenure and Permanency 
The second part of the literature review examines tenure or permanency. The initial 
section considers the concept of tenure within the structures of a bureaucratic 
organisation, the parallels to be drawn with the employment practices within higher 
education and finally the industrial context. Where appropriate, teacher tenure is 
incorporated in this general discussion. From that broad perspective the literature 
review turns to examining studies that deal with the specific issues of: (a) tenure and 
its acquisition, (b) contractual arrangements within schools, and (c) the relationship 
between tenure and commitment. The conceptual issues emerging from this literature 
will be incorporated as stage three of the theoretical framework. 
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Beginning Temporary Teacher Theoretical Framework: Stage Two 
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Changes to Tenure within the Bureaucracy 
The pursuit of tenure as an inalienable right of the employee has its foundation in the 
historical context of bureaucratic organisations. According to Perrow (1972: 11) the 
concept of tenure originated in the late nineteenth century with the merit system and 
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civil service exams instituted by most federal and state governments in the United 
States of America. It signified a complex relationship between the employer and 
employee developed over a considerable time. Indeed, it was the tenet of the 
bureaucratic model of organisation that a person with training, education, and 
experience was expected to pursue a career in the organisation, and that the 
organisation was expected in return to retain that person and offer some guarantee for 
the future. Within the teaching profession, tenure was recognised by President Eliot 
of Harvard as early as 1875 when he wrote that 'pe1manence of tenure and secmity 
of income are essential to give dignity and independence to the teacher's position' 
(cited in Lockyard, 1973: 122). 
According to Pen·ow (1972: 17) the advantages for the employee of gaining tenure 
included the inducement for mastering obscure skills, protection against and freedom 
from arbitrary authority, protection from changes in skill demands and declining 
ability, and the assurance that one's investment in skills and experience would be 
secure (see also Beckham and Zirket 1983; Lockyard 1973). The disadvantages for 
the employer of granting tenure included the frustration of dealing with incompetent 
personnel and employee burnout, changes in position and skill requirements not 
being met by tenured personnel (Pen-ow, 1972: 17), and the wrong personnel being 
tenured (Peterson, 1995:68) (see also Elrod, 1994; Lockyard, 1973; Vo, 1996). 
Brangan ( 1998: 1) provided a recent analysis of the granting of teacher tenure within 
the state of New York. She stated that: 
proponents of tenure argue that it is not lifetime job security, it only prevents 
a teacher from being fired arbitrarily. It also protects academic freedom and 
prevents school boards from firing higher-paid teachers to solve budget 
problems. Opponents of tenure explain that since it is very difficult to fire a 
teacher with tenure except in extreme cases, the tenure system does grant 
teachers lifetime job security. Also, opponents say, with tenure there is no 
motivation for teachers to improve, it is impossible to hold them accountable 
for their performance, and there is no recertification of teachers under the 
tenure system as there are in other professions (Brangan, 1998:1). 
In Queensland, and in most other states of Australia, education historically has been 
delivered from a centralised hierarchical system (Chapman, 1990), and as such 
adhered to the basic assumptions underlying the granting of tenure or permanency 
described above. However, for the last three decades, educational refo1m has been on 
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the agenda of the Queensland Depmtment of Education, recently renamed, Education 
Queensland. The Karmel Repmt of 1973, according to Chapman (1990:223), was a 
significant driver of this educational reform and was based on the principles of 
devolution and the involvement of members of the community in the decision-
making of schools. It challenged the assumption of a centralist decision making and 
administrative hierarchy as a technical necessity and a rational mTangement for 
achieving educational ends, and for achieving effectiveness, efficiency and equality 
of educational opportunity. According to Rizvi (1993:1) the Karmel Report was 
founded in a socially democratic agenda. His contention, however, was that the 
political background for the current educational reforms in Queensland and within 
other Australian States had occmTed against a backdrop of fiscal ctisis and a general 
discontent with bureaucratic and authmitarian models of organisation. As a result 
Rizvi (1993:3-4) asserted that these particulm· political and economic forces had 
changed the view of devolution from a socially democratic one to a corporate 
managerialist view. 
A corporate managerialist view stresses the need to create an elite corporate 
management group with the authmity for the development of strategic plans. 
Devolution is seen as a means to an end, with the focus on the management of groups 
rather than the empowerment of groups, with an ideological shift from 
communitarian values and individualism to values of business management which 
'emphasises the need to measure and assess outcomes. It thus highlights the 
technical features of an effective and financially accountable line hierarchy' (Rizvi, 
1993:3-4 ). McGraw (1992: 139) lends weight to this analysis, arguing that a political 
and managerial focus concentrated on such imperatives as market forces, 
competition, entrepreneurship, restructuring, privatisation, strategic planning, 
networking, deregulation, and stringent accountability. Thus, the ideals of 
educational reform have been filtered through a political and economic context 
resulting in a change of focus. This change of focus is evidenced in Education 
Queensland policy which emphasises efficiency and effectiveness, management of 
available resources, quality and continuous improvement, and accountability for 
actions and outcomes (Department of Education, 1994). It is this policy that is the 
medium through which society and educational institutions interact. The importance 
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of such policy is elaborated upon by Grimley (1986:19), quoting Punty, who 
suggests that: 
in a large government controlled bureaucratically organised social apparatus 
of public education, policy is an expression of the prevailing political 
groupings' ideas of what should be the scope, form and nature of education. 
Policies are explicit and implicit statements of value. In defining directions, 
allocating resources, including and excluding segments of society, ordering 
priorities, and setting goals, policies encapsulate a notion of what ought to be, 
according to the pmticular values of the formulating body. Policies not only 
indicate intention but also presume applications ... policy implementation is 
presumed as a necessary corollm-y to policy formation. 
The concept of policy mobilising certain values is also noted by Colebatch 
(1998:13), who relates values of the organisation to instrumental rationality and the 
legitimate authority to develop and implement particulm· policy. 
A specific example of the effect of this re-focusing of policy for Education 
Queensland is in the area of human resource management. The resultant changes 
deemed most pertinent to this thesis are those changes to the recruitment and 
selection policies and procedures for graduate or base grade teachers, and to an 
increase in the number of teachers appointed on temporm-y engagement in schools. 
Changes in recruitment and selection practices in Education Queensland have been 
considered in Chapter 2. The use of temporm-y teachers and its impact on the 
beginning teacher group will now be considered in more detail. 
The Core Peripheral Model 
The increased number of temporm-y engagements in Queensland has resulted to some 
extent in the establishment of two groups of workers, one permanent and the other 
temporm-y. Atkinson (cited in Dawkins and Norris, 1987:16) used a 'core-periphery 
model' to describe the relationship between these two groups of workers. The 'core' 
of employees were those with relatively long job duration and favourable working 
conditions, and the 'periphery' were those who tended to be hired and fired to deal 
with fluctuating needs. 
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The 'core' for Education Queensland is the permanent teacher employee group, and 
the 'periphery' is the group of teachers on temporary engagement. The use of the 
temporary or peripheral worker by Education Queensland has more to do with 
meeting fluctuating needs to allow flexibility in staffing rather than to deal with 
peripheral needs since both groups of workers are doing essentially the same work, 
teaching. The fluctuating needs of Education Queensland include the need to fill non-
substantive vacancies, as well as substantive vacancies of limited duration, with 
teachers on temporary engagement. In a later section it will be argued that the work 
of teaching is affected by the characteristics associated with temporary employment 
and that the beginning temporary teachers can experience less-than full membership 
as an employee. 
The extent to which beginning teachers on temporary engagement perceive 
themselves on the 'periphery' and working under conditions against their will is yet to 
be studied. This thesis will endeavour to examine beginning teachers' perceptions 
about their temporary working conditions. Traill and Walker (1992:42-43) in their 
study of 178 teacher education graduates from the University of Canberra for the 
period of 1985 to 1990, investigated current employment status and views held about 
their teacher education course. The researchers in analysing responses to a 
questionnaire found 'that many of the graduates had received a permanent teaching 
appointment only after a waiting time of casual employment in both teaching and 
non-teaching jobs'. This would seem to indicate that the graduates prefen·ed 
permanency and were willing to wait for it. The impact of 'waiting time' prior to 
permanent employment as a teacher may have significance for this study since there 
are indications that beginning teachers on temporary engagement with Education 
Queensland follow similar patterns of employment to the Canberra cohort. Indeed, 
the waiting time can be substantial as indicated by Bourke's (1993:73) study of 
casual primary teachers in New South Wales, Australia. He found that the average 
waiting time for those wanting a permanent position was five years. As yet the 
impact of these delays has not been investigated. 
Another example of temporary teachers being 'peripheral workers' occurs in the 
higher education context. Barnes and O'Hara (1999:231) in their discussion of the 
use of temporary contracts in institutions of higher education in the United Kingdom, 
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pointed to the emergence of an underclass. The so-called underclass suffered all the 
marks of pelipheral status whereby such status 'may lead to perceptions of inequity, 
and unfair treatment and a belief that there is little institutional commitment to 
temporary employees' (Barnes and O'Hara, 1999:231; see also Lowry, 1996). Thus, 
the identification of equity and commitment are additional examples of difference 
that may have applicability in the context of temporary beginning teachers. 
The link between an underclass of beginning teachers and the Queensland context is 
highlighted by the work of McWilliam and Kirk (1993) who referred to an emerging 
underclass of teachers within Australia. As Plincipals and teachers strive for 
efficiency gains through devolved managelial responsibilities, McWilliam and Kirk, 
(1993:60) stated that this had implications for recent graduates 'who may well 
provide a pool from which an underclass of inexpetienced teachers may be drawn to 
'plug the gaps' as stress, short term leave and external involvements fracture fmther 
the already blittle teaching week'. Education Queensland in its policy acknowledges 
the use of temporary employment without identifying a pmticular category of 
teachers. McWilliam and Kirk (1993) have not only identified a category but have 
also made a connection between educational reform and the negative impact on 
beginning teachers of the use of temporary employment. 
Casual Employment 
Although there is limited research in the area of teachers on 'temporary engagement', 
some research has been conducted in the area of casual teacher employment. The 
perceptions and expeliences of casual teachers of their temporary status may be 
likened to the conditions of beginning teachers on temporary engagement. In 
addition, supply, relief or casual work can be another form of employment 
undertaken by a beginning teacher while waiting for a temporary engagement or 
permanency. The concerns raised by the 'supply' teachers are similar to the concerns 
of the beginning teacher on temporary engagement. 
Loveys (1988:186) in his research into supply teachers in the United Kingdom 
identified the problems associated with supply and casual teaching. The problems 
included the feeling of isolation together with the pressure to contain any incidents 
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within the classroom for fear of these being perceived by others as a lack of control 
and competence. He indicated that despite frequent changes in schools and the 
resultant demands in coping with dramatic shifts in age-ranges, routines, curriculum 
and pedagogy the expectation of adaptation remained (see also Morrison, 1999; 
Spratt, 1999). Loveys (1988:193) believed that the supply teacher had little recourse 
to institutional support and was expected to operate in the same manner as a full-time 
teacher. Even experienced teachers may find these situations difficult to manage. 
Beginning teachers who have not been able to find pe1manent or full-time work may 
decide on casual and supply work. One could conclude that beginning teachers doing 
supply or casual work might find the situation even more difficult to manage than the 
experienced teacher. Morrison (1999) refined this argument, politicising the use of 
supply teachers in her comments about their absence from educational agendas. She 
stated that: 
such an absence is rooted in invisibility and marginality that has been fuelled 
by a paucity of interest that is frequently couched in negative pedagogic or 
professional terms, but until recently, was not seen as particularly threatening 
to the core work force of permanent teaching staff (Morrison, 1999: 168). 
The peripheral status of the beginning teacher on temporary engagement has been 
considered previously, although that literature was focussed on the individual 
teacher. Morrison's (1999) commentary suggests that the wider professional 
community view temporary teachers in negative terms. The attitude of members of 
the school community (the administration, teachers, students, and parents) towards 
temporary employees may be significant for the beginning teacher on temporary 
engagement and is wmthy of inclusion in this thesis. 
Bourke's (1993:67-68) Australian study of casual primary teachers, including fixed 
term contract teachers, considered casual teachers' treatment, conditions and 
comparisons with permanent teachers. The majority of casual teachers (71%) 
declared they felt undervalued as less-than professional employees of the education 
deprutment. When compru·ed to their permanent counterparts, 88% thought that their 
permanent colleagues were better off in terms of working conditions, status within 
the department, access to support services, access to human and material resources, 
recognition of service and experience towards promotion, and permanency and 
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inclusion in in-service courses. The responses to the survey also revealed that 50% of 
the casual teachers considered they were more vulnerable to possible injustices 
affecting their employment (Bourke, 1993:69). The usefulness of Bourke's (1993) 
study for this thesis is in identifying some of the measures of contrast in terms of 
worth, access and recognition between the two groups of employees. 
Another example of the impact of changes to human resource practices can be found 
in the school-based management reforms in Wales and England, where there was a 
movement towards the development of parochial, context bound and inward-looking 
recruitment practices (Bolam, 1997). There was strong pressure 'to appoint less 
costly beginning teachers, often on short term contracts, in preference to experienced 
but more expensive teachers' (Bolam, 1997:685; see also Ruckman and Hill, 1994). 
This contention was suppmied by Whitty (1997:305) who summarised the teacher 
employment trend from 'the substitution of full-time, permanent, qualified, and 
experienced staff by pmi-time, temporm·y, less-qualified and less-expelienced (and 
therefore less-expensive) alternatives'. Thus the decision to use temporary 
employees may be based more on economic advantage than educational advantage. 
Indeed, Bolam (1997) urges for further research in the under-researched topics of 
recruitment and retention of teachers. 
In conclusion, Education Queensland has been transformed by recent educational 
reforms that have been embedded in a corporate managelialist framework. The 
resultant changes in human resource practices through the use of temporary 
employment are advantageous in terms of flexibility. However, the findings of the 
research reviewed above suggest this flexibility is achieved through a separation of 
the working conditions of permanent and temporary employees with the latter group 
being disadvantaged. 
The next section reviews the literature within a related field, that of the institutions of 
higher education. Parallels can be drawn between the 'temporary employment' of 
beginning teachers and beginning academics. 
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Broken Patterns of Employment for Beginning Teachers and Academics 
Although it is acknowledged that the context and clientele are different for 
academics and beginning teachers, they do seem to share similar problems dming the 
initial career stage, participate in a similar process for acquiring tenure, and are 
exposed to similar criticisms and benefits attributed to the awarding of tenure. As 
such, a comparison between the two groups will be considered in terms of the impact 
of temporary employment on the individual employee and the organisation. 
Finkelstein and LaCelle-Peterson (1992:10-11) listed the concerns faced by new or 
junior faculty. They included: (a) the lack of collegiality for stimulating, supportive 
and sustained interaction; (b) the concomitant sense of isolation; (c) being 
overwhelmed by the teaching responsibilities; (d) time demands; (e) uncertainties in 
their teaching ability; and (f) the preparation for tenure (see Feldmann, Dow and 
Raghunandan, 1995; Paulsen and Feldman, 1995). Fullan (1991:302) summaiised 
the common problems faced by beginning teachers as: (a) management and conduct 
of instruction; (b) fear, anxiety and feelings of isolation; (c) lack of collegiality; and 
(d) time demands (Ryan, 1992:247). Thus, there a1·e similarities in the problems and 
concerns faced by newcomers appointed to higher education institutions and to 
schools. 
The process of acquiring tenure within a higher education institution, (for example, 
college or university) is not dissimilar to obtaining permanency or tenure within a 
school. Cotter (1996:26) outlined the tenure process for one university in the United 
States of America as 'a probationary period, rigorous testing, careful evaluation by 
the senior members of the organization, and, finally a decision that generally leads to 
a life time association'. This is comparable to the process for a teacher in the United 
States of America as described in an earlier section of this dissertation by Wise 
(1990) and Peterson (1995). 
The Use of Temporary Contracts in Higher Education 
A similarity between the beginning teacher and academic has been established. What 
has even more relevance for this thesis is the impact of the trend to the increased use 
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of 'temporary contracts'. A recent study by Barnes and O'Hara (1999:229-230) 
considered the implications of the increased use of temporary contacts in higher 
education and found that 'temporary status is seen as affecting the quality of teaching 
and research and reducing commitment and loyalty to the organisation'. Barnes and 
O'Hara (1999:232-238) argued that the delivery of high quality teaching and research 
was negatively affected by the regular renewal of contracts and the continual 
replacement of key team members, by short-termism which detracted from longer 
term, more useful work, and by the difficulty for staff to take a long term view when 
planning. The second area identified was the lack of commitment by the 
organisation towards employees, which resulted in a lack of loyalty from the 
employees towards the institution. Poor management, evidenced by inappropriate 
systems and procedures for these non-standard employment patterns and a lack of 
opportunity for career development, was the third area of concern. Barnes and 
O'Hara (1999) suggested that there was a need to reduce the negative impact of these 
trends by reducing the number of temporary contracts, by ensming that contracts 
were offered for the longest possible period (minimum of five years), by openly 
acknowledging the changing world of higher education, and by taking action at the 
institutional, departmental and individual level. 
Docherty (1987:15-17) claimed the trend towards temporary contracts in higher 
education institutions reflected changes in the broader labour market, estimating that 
in the future 25% of jobs will be temporary and/or part-time. He added to the list of 
concerns for individuals on temporary contracts who must accept additional duties to 
keep the possibility of an extension to the contract real, and must participate in future 
planning meetings of which they will not play a pmi. He summed up their plight by 
saying that: 
it seems clear that temporary lecturers occupy what sociologists have termed 
a 'secondary labour market'. This consists of those elements of the workforce 
who suffer low-status, unstable occupations with a ready dispensability as 
needs dictate. They enjoy none of the benefits of the primm-y labour market 
as (presently), enjoyed by permanent staff - security, promotion and a career 
(Docherty, 1987:17). 
The work of Barnes and O'Hara (1999) and Dochetiy (1987) is supported by Bryson 
(1999:36-39) who has investigated 'contract research' in higher education in the 
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United Kingdom. His concerns with this trend included poor morale and job 
satisfaction, little chance of promotion, loss of research time because of frequent re-
orientation to new environments, limited training and development, being treated as 
'second class citizens of the academic community' and the impact on life outside 
work. In addition, he identified the broader issues underlying these concerns which 
included the very nature of temporary employment with its insecmity, unce1tainty 
and inability to plan, a lack of equality of opp01tunity, a lack of career structure, a 
failure to meet the aspirations of the employee, poor management of this group of 
employees, and poor employment relationships. 
The Use of Temporary Beginning Teachers 
These findings are not dissimilar to those of Draper, Fraser, Raab and Taylor (1997: 
3-4)) in their Scottish study of the 1995/96 employment patterns of 1386 
probationary teachers dming their first two years on probation. They identified 
several different patterns of employment which included permanent employment, 
long term temporary moving to permanent employment, short term supply moving to 
long term temporary and then to pe1manent employment, long te1m temporary, short 
term supply moving to long te1m temporary, and short term supply. These patterns 
are similar to those experienced by some beginning teachers on temporary 
engagement. Their survey revealed a 'creeping permanence ' in the patterns of 
employment during probation. Yet, by the end of two years one third were still 
without a permanent contract. The probationers identified the advantages of the 
broken patterns of employment as: (a) vadety of experience, (b) building confidence, 
(c) becoming more adaptable, (d) being better organised, (e) being able to leave 
mistakes behind, and (f) having no responsibilities after school hours. 
The disadvantages listed were: (a) not being part of the school, (b) having to 
repeatedly learn new procedures, (c) not knowing procedures, (d) not being able to 
build relationships, (e) difficulties in accessing professional development and 
support, (f) lack of feedback, (g) lack of continuity and financial stability, (h) 
emotional costs of a lack of confidence, feeling unsettled, anxious, stressed and 
uncertain, (i) little or no structure to the appointment processes, (j) coping with 
periods of unemployment, (k) narrowness of experience resulting in less opportunity 
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to develop competencies in long tenn planning and responsibility and working as a 
member of a team, (1) poor links developed between supp011, assessment and 
feedback, and (m) poor management of probationers on supply. 
Thus, there is a correlation between the concerns raised for temporary employment in 
both the higher education and school contexts. There seems to be more research 
conducted into temporary employment in the higher education context than in the 
teaching context. This research might provide a useful foundation upon which to 
investigate the beginning teacher on temporary engagement. For the employee, the 
indication is that temporary employment is not the preferred option. For the 
employer and organisation the literature suggest some sh01t term gains but also some 
long term concerns. 
Temporary Employment within the Industrial Context 
Tenure, permanency and temporary employment are located within an industrial 
context. Cordova (1986:652-653) stated that one of the main problems associated 
with atypical types of employment such as fixed term contracts, within the United 
States of America, the United Kingdom and some countries of Western Europe, was 
with respect to individual labour relations and the direct or indirect deterioration of 
working conditions. The vulnerable or unstable nature of this form of employment 
coupled with an inability to adequately supervise the work led to the deterioration in 
the quality of work. To promote such forms of atypical employment would, 
according to Cordova (1986:652), lead to the creation of two types of workers. The 
first type of worker was those with stable jobs who were entitled to rights and 
benefits. The second type of worker was those who were deprived of many of these 
rights, whose employment could be tenninated at will and who formed a stand-by, 
second-class labour force. This is not dissimilar to McWilliam and Kirk's (1993) 
reference to the underclass of worker and Atkinson's (1987) core peripheral model. 
Cordova stated that a continued growth in these forms of employment might threaten 
the very foundation of collective labour relations in the following way: 
the expansion of atypical relationships and the growth of clandestine 
employment would result in the contraction of full-time wage employment, 
that meeting-ground for collective interaction which until now has been the 
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traditional basis and natural environment of labour relations (Cordova, 
1986:653). 
Earlier it was argued that beginning teachers on temporary engagement could 
become a group of 'peripheral workers' rather than the 'core' even though they were 
completing essentially the same function and work as the core employees. Their 
peripheral status had more to do with the impact of the charactelistics of their 
temporary employment than with their substantive work, teaching. These included: 
little recourse to institutional support, a less-than positive view held by others about 
temporary teachers, difficulties in accessing professional development and feedback, 
frequency of changing schools, lack of certainty, narrowness of expedence and 
involvement in long term planning, and generally the poor management of this 
employee group. These charactelistics indicate potential difficulty for a temporary 
teacher in accessing the range of benefits associated with full-time employment. As 
such, an 'inability to access' for a pelipheral or temporary worker could imply 'less-
than' when compared to those lights of the core worker. This is akin to Cordova's 
(1986) reference to a 'second-class labour force'. 
A practical implication of the tenuous relationship between the temporary employee 
and the Union is offered by Docherty (1987: 17) in his work in the area of teaching 
contracts within higher education. He asserted that temporary workers in a bid to 
improve their working conditions were 'less likely to engage in Union activities and 
collective action'. If this is so then temporary workers including the beginning 
teachers on temporary engagement, may not engage the services of their Union to 
seek equitable working conditions and as a consequence remain on the periphery. 
The significance for this thesis is to determine the degree to which beginning 
teachers on temporary engagement become involved in Union activities through 
membership and participation and whether they seek representation if and when 
needed. 
These negative perceptions are not supported by Bronstein (1991:294) who argued 
that the Western European Unions faced a similar situation and that there had been a 
change from a negative attitude to 'temporary work' to recognising it as a valid and 
respectable form of employment. He stated that trade Unions amongst other groups 
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had contributed to setting up solid professional organizations, signed collective 
agreements, adopted codes of ethical conduct, and had worked hard to 
'demarginalise' temporary work by extending protective legislation to temporary 
workers, thus 'limiting abuses and ensuring that recourse to temporary work is not 
made at the expense of permanent' (Bronstein 1991:294). 
Even though Queensland Teachers' Union membership for temporary teachers within 
Education Queensland differs from permanent employees (70% versus 90% ), the 
continued advocacy for permanency and equitable working conditions for temporary 
teachers is more closely aligned with Bronstein's (1991) assertions than with 
Cordova's (1986). Time may be a mitigating factor for the Queensland Teachers' 
Union since significant progress in the area of parity in working conditions has been 
made on behalf of temporary teachers in recent years. Not only is Union involvement 
by temporary teachers an area requiring further investigation, but so to is the 
relationship between Education Queensland and the Queensland Teachers' Union in 
relation to establishing parity of working conditions, for both groups of employees. 
Both of these considerations have relevance for this thesis. 
The Acquisition of Tenure or Permanency 
It is the interplay between the beginning teacher's experiences and perceptions of 
being on temporary engagement, and their relationship with and progression towards 
obtaining permanency or tenure with Education Queensland, that has most 
significance for this study. The identification of research pertaining to beginning 
teachers is a relatively straight forward exercise. The completion of a similar task in 
the related field of tenure is not so easily accomplished. Tenure for beginning 
teachers has not been considered in terms of a research issue or problem, but rather 
has been conceptualised as a framework for an employment decision-making 
process. The process for obtaining tenure will be explored utilising the extensive 
literature from the United States of America. Literature from the United Kingdom, 
Europe and Australia will be incorporated in the discussion. The relationship 
between tenure acquisition and induction will also be included in this section of the 
chapter. 
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The Process of Acquiring and the Implications of Granting Tenure 
This thesis now returns to the definition of teacher tenure, defined by Strike and Bull 
(1981, in Peterson, 1995:68), which was the 'long term security of employment and 
senimity privileges that follow a 1- to 3- year probationary period', and represented a 
long term commitment by employers to teachers. It involved the presumption of 
competence and lack of performance problems dming this period. According to 
Beckham and Zirket (1983:11), most tenure statutes within the United States of 
America specified the petiod of time during which an employee holds probationary 
status before tenure was awarded or a contract was not renewed. There is no such 
specification within Education Queensland. Wise (1990:382) added that, 
theoretically, the non-tenured teacher was subjected to close supervision and scrutiny 
during the ttial petiod, and that upon a successful evaluation, tenure was awarded. 
The following is a specific example of a tenure process adopted in California 
whereby: 
teachers are probationary for two years. Probationary teachers may not be 
terminated duting either their first or second year except for cause and after a 
heating. These teachers may be 'non-re-elected' at the end of the school year 
without cause and without a heating. If the school board does not act and 
notify the teacher ptior to March 15 of the second year, the teacher 
automatically becomes a teacher with permanent status for all future years 
(About California Public Schools, 1998). 
Although the process desctibed above seems fairly straight forward, there are issues 
that make the granting of tenure somewhat problematic. One issue concerns the 
ramification of the decision to grant tenure. Btidges (1990) rated the granting of 
tenure as: 
the most important personnel decision a district makes because of its 
profound impact on the quality of the teaching force, the disttict' s flexibility 
in responding to changing circumstances in the future, and the equality of 
educational opportunities (Btidges, 1990: 150-151 ). 
He further highlighted that the period of time ptior to the granting of tenure might be 
the last opportunity to impose reasonable performance standards on teaching staff, 
since dismissal of teachers after tenure was conferred, was difficult. Sttike and Bull 
(1981:319) concurred, acknowledging that the tights of teachers change substantially 
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as a consequence of obtaining tenure. This disparity in the rights of the tenured and 
non-tenured teacher is noteworthy and has been covered in previous sections in this 
thesis. 
Bridges (1990:150-151) expanded on two of the consequences of the decision to 
grant tenure. The first consequence involved the limitations that granting tenure 
could have on the flexibility of responding to the changing realities of the 
organisational climate. Such realities included meeting the needs of changing student 
populations and enrolment patterns, fluctuating fiscal resources, and staff attrition 
rates. Each decision to grant tenure could constrain the ability of a district to deal 
with these realities. The second point centred upon the possible negative 
consequences of poor tenure decisions, that is, retaining incompetent teachers, the 
effect of incompetent teachers upon the student populations, especially those from 
poor backgrounds, the minorities, and the low achieving. Bridges (1986:131) in an 
earlier work offered a solution to this dilemma. He urged the redesigning of teacher 
evaluation to reflect the importance of tenure decisions, with due emphasis and 
priority to be given to the probationary teacher. 
The Role of Teacher Evaluation and Induction 
This link between the teacher evaluation process and obtaining tenure is a common 
theme in the literature on tenure acquisition for a teacher. This link is supported by 
Peterson (1995:258) who advocated for the awarding of tenure to be based on merit. 
He believed that only the highest quality beginning teacher be retained and tenured 
after a genuine probationary period which was steeped in sound teacher evaluation 
practices (see also Bridges, 1986; Millman and Darling-Hammond, 1990; and 
Murmane, Singer, Willett, Kemple and Olsen, 1991). 
Bridges (1986:134-139) provided a comprehensive set of criteria for the evaluation 
of probationary teachers as part of the process in awarding tenure. They included 
commitment from management, defensible criteria, multiple sources of evidence, 
staff development, consideration of the individual's personal situation, development 
of the evaluator's competence, sufficient resources, Principal accountability, and the 
establishment of a tenure committee. 
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To elaborate briefly, this involved a commitment from the 'top' with the provision of 
resources and the taking of appropriate action especially when tenure was denied. 
'Defensible c1iteria' implied a set of indicators so that the evaluators and teachers 
knew the perfmmance expectations. Multiple sources of evidence included Principal 
observation of teaching, student performance reviews, teacher-made materials, 
teacher comment on student work, peer observation, student ratings and parent 
reviews of teacher perfo1mance, and self evaluation. Staff development had a two 
pronged approach that allowed for group professional assistance as well as individual 
assistance, for example, mentoling. The evaluator and/or Principal must be 
sufficiently skilled to orchestrate and conduct the program, and be held accountable 
for the decisions made. Finally, the tenure committee had the task of discussing the 
Plincipal' s review of the probationer and to render a judgement on the issues of 
teacher pe1formance and the granting of tenure. 
Thus, in the United States of Amelica there is a movement for the awarding of tenure 
to be embedded in a teacher evaluation program sustained over a one to three year 
period. The process outlined above is comparable to the confirmation of permanency 
for a probationary beginning teacher within Education Queensland, outlined in 
Chapter 2. However, for a temporary beginning teacher there is no probationary 
period and the degree of support offered and received is problematic. This apparent 
dispality of entitlement between employee groups, and the link between 
support/teacher evaluation for the probationer and the granting of tenure or 
permanency will be considered in this study. 
The form of induction desclibed above is only one form of suppmt for the beginning 
teacher. It will be argued that other forms of induction can assist a beginning 
teacher's procurement of permanency and that such induction should be an integral 
part in the early stages of a teacher's career. Just as tenure was previously cited as 
being the single most important personnel decision to be made by the system 
(Bridges, 1990:150-151), so too could it be argued that tenure is a foremost personal 
concern for the untenured teacher. As Keating (1996:66) so aptly stated 'it is 
sometimes too easy for those of us who have cleared the tenure hurdle to forget the 
uncertainty and concomitant anxiety that often surrounds tenure procedures'. 
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Keating (1996:66) suggested for new faculty entering the Washington School of Law 
that the 'tenure process' be pmt of the induction/orientation program. The three 
pronged approach involved administrative support, for example a reduction in 
teaching load to aid in their development, mentming programs with tenured faculty 
to build a greater sense of community, and finally the demystification and 
clarification of the tenure process. The first two suggestions have previously been 
acknowledged as pmt of an appropriate induction program for all beginning teachers. 
There is further support within the teaching profession for incorporating Keating's 
(1996) third feature of his induction model. Little (1990:33) advocated for mentors 
assisting beginning teachers in order to lower the beginning teacher turnover rate and 
to provide information for the teacher tenure decision making process. The positive 
benefit for the beginning teacher was an enhanced prospect for job security and 
tenure. Steffy (1989:53-54) suggested that the granting of tenure be competency 
driven rather than time driven after a three yem· probationary period. She took the 
position that the system's expectations be made clem· to the beginning teacher and 
that during the probationary or anticipatory stage, the beginning teacher in 
collaboration with their supervisor develop a three year plan to both negotiate, clarify 
and verify the competencies in the process of acquiring tenure. 
It is the third area of Keating's (1996) induction model, that of the value of 
demystifying and clarification of the tenure process, that has significance for this 
study since it is not well documented with Education Queensland policy for 
beginning teachers. For Keating (1996:64-66) it involved the extrapolation of the 
rules for tenure, descriptions of the actual procedures of tenure practice, and a 
revision and evaluation of the standards, criteria and procedures in the process (see 
also Tierney and Rhoads, 1994). Within the Education Queensland context as 
described in Chapter 2 there exists information for temporary teachers that covers 
some of the features listed by Keating (1996). However, the degree to which this 
information is managed and communicated to the beginning teachers on temporary 
engagement seems to be affected by the length of time spent in one location. A 
beginning teacher on temporary engagement may have the first years of service 
interrupted by periods of unemployment coupled with frequent changes in location 
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and school. The result could be delays in offering appropriate induction and support 
which in turn may add to the stresses already experienced by some beginning 
teachers. The transition period into teaching for the majority of novices can be 
difficult and traumatic (Pullan, 1991:302). This is suppmted by Peterson (1995:69) 
who recognised the already precadous nature of the beginning teacher situation and 
acknowledged the added pressure that obtaining tenure placed upon them. 
In tenus of the research problem, it could be hypothesised that there is no sustained 
induction to improve beginning teacher performance to acquire permanency. 
Beginning teachers with broken patterns of employment are most likely to miss 
opportunities of sustained induction because of the temporary nature of their 
employment and their movement from one location to another. It will be recalled that 
Draper, Fraser, Raab and Taylor (1997: 17) confirmed the problems associated with 
accessing staff development and structured support. Regardless of employment 
status, the research suggests that there needs to be a strong link for the beginning 
teacher between sustained and systematic induction, continued improvement in 
performance and professional development, and obtaining permanency. 
The Contractual Arrangements within Schools 
Robbins, Low and Mourell (1986:40-41) assert that a contract of employment 
'involves a legal relationship between two patties, whereby the employee agrees to 
perform a service in return for a wage, paid by the employer'. The conditions of the 
contract include the imposition of duties and obligations for both parties, the 
employer controlling the way tasks are performed and the procedures for the 
termination of the contract. Contracts according to Bess (1997 :2-4) represent 
implicitly and explicitly calculated bargains between workers and employers. The 
bargains in part involve employee rewards such as cash payments, fringe benefits, 
job satisfaction, social rewards, secmity, power status and career potential. Contracts 
could be short, medium or long term, each with different implications for workers 
and organisations. Bess (1997) stated that: 
very short term employment contracts protect the organization from the 
vicissitudes of market turbulence by limiting the organization's obligation to 
workers when market downturns so reduce resource inputs that it becomes 
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difficult to maintain steady organizational employment levels. Very long 
term or permanent employment contracts make the organization more 
vulnerable to temporary over-employment. Moderate length contracts protect 
the worker from peremptory job loss but also protect the employer from the 
obligation to continue employment regardless of economic conditions (Bess, 
1997:3-4). 
Lowry (1996:58-61) commented that the externalisation of work such as part-time, 
temporary, fixed-term and casual contract resulted in organisations discarding the 
implicit contracts held with employees as described by Bess (1997). She made an 
interesting additional point by observing that most organisations had not given any 
indication of what constitutes the 'new psychological contract' (Bess, 1997:58) and 
that organisational commitment was all but gone. Commitment will be elaborated 
upon in the next section. She urged that this 'new contract' be closely explored and 
defined with new policies and practices developed to handle the change in work 
patterns (Bess, 1997:61 ). 
In relation to the research problem of this thesis, there is no formalised contract of 
employment for employees of Education Queensland. The 'set of understandings' 
outlined in Chapter 2 provide the protocols for the relationship between the employer 
and employee (temporary and permanent). However the contents of the definitions 
cited above do provide additional features of the work environment of short term or 
moderate length employment contracts that are not dissimilar to those experienced by 
the beginning teacher hired by Education Queensland on a temporary engagement. 
Education Queensland uses temporary employment for reasons of flexibility. The 
beginning teacher is expected to perform the appropriate duties and responsibilities 
with regard to teaching in return for the benefits listed above. It has been shown that 
not all the benefits are the same for both the permanent and temporary employee 
groups, that is, remuneration and entitlements. Another potential difference is in the 
degree of job satisfaction, security and autonomy felt by beginning teachers who 
have short or medium term temporary employment. It could be argued that the very 
nature of temporary employment combined with the lesser status of a beginning 
teacher within a large hierarchical system reduce their sense of job satisfaction, 
secmity and autonomy. 
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Campbell and Burgess (1997:2-3) explained that the 'permanent' contract of 
employment represents the main form of employment contract for employees in 
advanced capitalist societies and that: 
a 'permanent' employment contract is a contract for an indefinite term. In its 
most basic definition the notion of 'pennanency' alludes to an employment 
relation that is expected to be continuing and that may be broken - at least on 
the employer's side - only if the business is engulfed by some major 
transformation (financial difficulties, fundamental technological change) or if 
the individual employee is guilty of misconduct. As such the notion of 
permanency begins to signal that employees are seen as possessing certain 
lights at the workplace (Campbell and Burgess, 1997:2-3). 
Although there is no contract of employment, permanent employees of Education 
Queensland sit well within this definition offered by Campbell and Burgess (1997). 
However, Campbell and Burgess (1997:4) acknowledged that there might be 
different lights, benefits and forms of protection associated with non-permanent 
waged work and that in fact it might mean 'infelior' lights, benefits and f01ms of 
protection. Indeed, dispality in working conditions between different employee 
groups and the indications of dispality implying 'less' has been raised in an earlier 
section of this chapter. Campbell and Burgess (1997:4) argued that this dispmity, in 
turn, might mean a significant problem of precaliousness and social isolation for the 
workers employed in such forms of work. Precaliousness was elaborated upon by 
Campbell and Burgess (1997:29-31) in a later section of their report on the 
Australian patterns of temporary employment. Precalious work was charactelised in 
terms of short term, limited duration, high lisk of tetmination, lack of control over 
working conditions, lack of protection in employment, high levels of labour 
inseculity, lack of involvement in forward planning, lack of promotion prospects, 
lack of training opportunities, and lower earnings. They concluded by stating that in 
the majolity of cases 'fixed-term contracts are accepted by employees only because 
they are obliged to do so' (Campbell and Burgess, 1997:31). They added that 
temporary employment 'can often function as a stepping stone into permanent 
employment, most directly when it is used by employers as a screening device or 
extended probation peliod' (Campbell and Burgess, 1997:32). 
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Some of the above stated features of the precarious work situation apply to the 
beginning teacher on temporary engagement and as such have relevance for this 
study. These include reduced duration of work, risk of tennination, lack of control of 
the location of work, the selection of classes and subjects taught, lack of involvement 
in forward planning, reduced prospects in future career planning and in some cases 
lack of access to professional development and training opportunities. In addition, 
Principals or their nominees can use the period of the temporary engagement to 
screen the prospective beginning teacher's performance. 
To return to the 01iginal definition of a contract described by Robbins, Low and 
Mom·ell (1986) it represents a legal contract between the employer and the 
employee. There is also another form of unstated contract operating between the 
employer and the employee. It was what Handy (1993:45-46) referred to as the 
psychological contract which he categorised as: (a) the coercive; (b) the calculative; 
and (c) the cooperative. Schools tend to operate within the calculative contract, 
which is characterised by: 
the contract being a voluntary one. There is usually a fairly explicit exchange 
of goods and money for services rendered. The control is retained by 
management of the organisation but is expressed mainly in the ability to give 
desired things to the individual. "Desired things" include not only money, 
but promotion, social opportunities, even work itself (Handy, 1993:45-46). 
However, he acknowledged that there was a shift to a more coercive contract when 
there existed a threat to remove the availability of work from the individual. In terms 
of this research dissertation the nature/type of employer-employee work relations 
will be analysed from interview accounts of beginning teachers. 
With the introduction of school based management especially in Queensland, there is 
a move towards a more cooperative form of contract. This is characterised by the 
individual who identifies with and is committed to the goals of the organisation, by 
management relinquishing some control, and by the individual having a greater role 
in the decision making processes of the organisation (Handy, 1993:46). There is also 
a possibility that more than one form of contract operates within the school, where 
different parts of the school have different expectations. For example, at one end of 
the spectrum the beginning temporary teacher's future existence as an employee may 
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be under threat (coercive), and at the other end they may be asked by their faculty 
and the school to be fully committed to the students (cooperative). 
Handy's (1993) statement about commitment was based on the premise that tenure or 
permanency is the desired aim, yet there needs to be an acknowledgment that for 
some beginning teachers this is not the desired outcome. Cordova (1986:648) in his 
description of atypical forms of employment including fixed tenn contracts offered 
an alternative view by some employees towards the concept of work. He suggested 
that: 
wage-paying employment, with its structured, subordinate and impersonal 
aspects, is no longer everyone's preference. Although ce11ain countries still 
favour the traditional employment model, a large pm1 of the younger 
generation feel inclined to explore new vmiants or to choose more 
independent forms of participation in economic life (Cordova, 1986:648). 
It is acknowledged that some employees prefer a more 'independent form of 
participation in economic life' and are comfortable with the changing nature of work 
and their role as a flexible worker moving from one cm·eer to another, from one 
employer to another, and through vmious forms of employment over a life time. 
Even so, the research conducted by Tromans, Daws, Limerick and Brannock (2001) 
and Bourke (1993) mentioned in Chapter 1 suggested that teachers, in the main, 
display a preference for permanency. Perhaps the preference lies in the positive 
features associated with permanency, for example, job security. However, 
'permanency over time' was also a significant feature identified in the research 
conducted by Tromans, Daws, Limerick and Brannock (2001, refer Appendix 1) 
which showed that the preference for permanent employment with Education 
Queensland diminished over time, from 73% in five years time to 8% in ten years 
time. The trend away from permanency with Education Queensland was for reasons 
of participating in study (24% ), fulfilling family commitments (27% ), teaching with 
another employer (43%), and pursuing another career (39%). This trend supports 
Cordova's (1986) suggestion but there is an indication that this preference 'to explore 
new variants' only occurs after a period of sustained initial employment. 
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Earlier a connection was implied between the contractual anangement between 
employee and employer and commitment. It is to this area that the literature review 
now turns. 
The Relationship between Tenure and Commitment 
The impact of temporary employment on a beginning teacher's commitment to 
teaching, to the students, staff, parents and the school and to Education Queensland 
has relevance to this thesis. Barge and Schlueter (1988) defined organisational 
commitment as being of two kinds: moral and calculative. They stated that: 
organizational commitment from a moral orientation is measured along three 
attitudinal factors: identification, involvement, and loyalty. Identification is 
the degree to which employees accept the organization's goals, values, and 
objectives as their own. It is the basis for attachment to the organization. 
Involvement is the intensity of the employee's attachment to the 
organizational work role. Loyalty is an evaluation of the attachment to the 
organization as indicated by the employee's warm, affective regard for the 
organization. The calculative perspective, on the other hand, is based upon 
exchange theory ... This perspective assumes that individuals negotiate and 
bargain with their organization to produce a positive balance of rewards and 
costs that they incur in the organization. The greater the positive relationship, 
the more personal commitment there will be towards the organization (Barge 
and Schlueter, 1988:117). 
It could be argued that beginning teachers on temporary engagement are operating at 
both levels. Their altruistic motives for wishing to become a teacher, for example 
their love of children, is more aligned with the moral orientation of commitment. 
The realities of the job market, for example, the availability of continuous 
employment, falls more within the realm of calculative commitment where an 
individual strives for a reward of permanency for work completed. In terms of the 
research problem, the impact of temporary employment on the beginning teachers' 
commitment, the types of commitment displayed and the degree of tension between 
these types have most significance for this study. 
Healy (1999) in her work on commitment studied the responses from a questionnaire 
of 703 women teachers in England and Wales who had taken a career break for 
childbirth. From the outset she recognised the multiplicity of meanings of 
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commitment and presented four forms of commitment namely: (a) material; (b) 
organisational; (c) temporal; and (d) intrinsic. Several points in her discussion of 
these forms of commitment have relevance for the beginning teacher on temporary 
engagement. The first point she made was that the organisation was problematic in 
terms of organisational commitment since the levels within the organisation were 
immense and 'different degrees of commitment will be shown to different parts of the 
organization' (Healy, 1999:189) (see also Lowry, 1996). The beginning teacher on 
temporary engagement may exercise different types and levels of commitment for 
different rewards and costs to their work as a teacher, to a particular school and to the 
organisation, (for example, Education Queensland). There may exist some tension 
between these types and levels of commitment. If this is the case then it is prudent to 
explore how these tensions manifest themselves in teacher behaviour and 
satisfaction. 
The second point mentioned by Healy (1999:189) related to temporal commitment, 
which was the time a worker was expected to spend at work and the time a worker 
was contractually committed to spend at work. She stated that expectations and 
contractual commitments do not necessarily accord and that an employer might feel 
that a worker should work beyond the contract to demonstrate their commitment. 
The compliance with this expectation may be difficult for a beginning teacher on 
temporary engagement especially when there is no specific detail provided for 
working hours. They may feel obligated to work beyond a reasonable time if the 
employer's perceptions of their commitment count for the possibility of continued 
employment. 
The complexities of 'commitment' as theorised by Healy (1999), was supported by 
Coopey and Hartley ( 1991) in their work on commitment and organisation within a 
pluralist frame of reference. They conceptualised the organisation as a coalition of 
competing interests with a variety of goals and values and claimed that 
organisational commitment: 
becomes a question not of being committed to the organisation (or lacking 
commitment), but of being committed to parts of the organisation, or aspects 
of the variety of goals and values available. Thus, cqmmitment is not an ali-
or-nothing affair (although many managers would like it to be) but a question 
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of multiple or competing commitments for the individual (Coopey and 
Hartley, 1991:21). 
A beginning teacher on temporary engagement with a record of broken patterns of 
employment in a number of schools has a range of allegiances from which to choose. 
Some of these include a particular class of students of a previous school, the first 
school, the supportive staff at a site, Education Queensland as the employing 
authority, the school where the length of the temporary engagement was substantial. 
Such a pluralistic view of commitment offers a valuable framework from which to 
better understand the experiences of the beginning teacher on temporary engagement 
and as such has been incorporated as a working hypothesis for this thesis. 
Another factor that impacts on commitment is the individual's personal and 
professional investment in the occupation. To elaborate on this point, Maguire 
(1993:25-27) in his 1991 study of 'worker tenure' in the United States of America, 
suggested that tenure reflected 'labour force demographics, the nature of work, the 
economy in general, and- to a lesser degree -job satisfaction'. He defined tenure in 
terms of 'employer tenure' and 'occupational tenure'. Maguire stated that: 
employer tenure was defined as the continuous number of years a person had 
worked for his or her current employer. On the other hand, occupational 
tenure was defined as the cumulative number of years a person had worked in 
his or her occupation, regardless of number of employers, interruptions in 
employment, or time spent in other occupations (Maguire, 1993:25). 
He found that occupational tenure lasted longer than employer tenure and increased 
steadily with age, and with college graduates more than with individuals with less 
education. In the study, secondary school teachers experienced 9.5 median years of 
tenure with the employer, and 14.1 years with the occupation, suggesting a change of 
employer rather than occupation. The mean for the 'average' American worker was 
4.5 years of tenure with an employer and 6.5 years with the occupation. The higher 
levels for the secondary teacher might in part be influenced by the amount of 
education and training that the individual undertook, in that: 
tenure increased with educational attainment of the worker. The more time 
and resources workers invest in education for a specific occupation, the less 
likely they are to switch fields, because the change would mean a loss of 
earnings and benefits (Maguire, 1993:27). 
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This would seem to indicate a desire on the part of a teacher to remain in the 
occupation as a tenured employee (see also Macdonald, 1999). This may also apply 
to the beginning teacher in Queensland, with their three or four year investment in 
their training to become a teacher. As such they may exhibit a strong desire to 
become and or remain a permanent employee with Education Queensland (see 
Tromans, Daws, Limelick and Brannock, 2001). 
Cole (1985:98) elaborated on this in his study examining the commitment of students 
to a career in teaching, and the problems and pressures faced as they moved from 
college to schools. He used a questionnaire administered to 40 final year graduates 
and loosely structured interviews with 14 expelienced teachers, 10 beginning 
teachers in their first to fourth year of teaching and 12 final year graduates. His 
findings referred to the hardships associated with teacher training and the first two or 
three years of teaching as a type of investment. Cole ( 1985) argued that: 
a teacher who has made this sort of investment and is receiving the dividend 
of craft pride may not be able to afford to turn his or her back on teaching; 
such a course might appear as an ultimate admission of defeat and worse, in 
terms of self esteem, mean the forfeiture of all the dividends received while at 
the same time removal from the professional environment would cut off the 
source of esteem from others (Cole, 1985:98). 
Traill (1995: 19) in his study of teacher-education graduates from the University of 
Canberra who had graduated over the peliod 1986 to 1991 stated that 67% of the 
graduates held teaching jobs. He stated that 'it was noticeable that many of the 
graduates had received a permanent teaching appointment only after waiting time in 
casual employment', and that there was a strong commitment to pursue careers as 
teachers for those who had to take the 'fill in' jobs or take other non-teaching jobs. 
However, the causal link between commitment to the teaching profession and the 
decision to stay in teaching is somewhat fragile. Weiss (1999:869) in her study of 
first year teachers in the United States of Amelica discovered that 'because new 
teachers have invested less of their professional lives in teaching they are more likely 
to be frustrated by poor working conditions'. She argued that since the system does 
not capitalise on the new teachers' zeal and enthusiasm whilst addressing the special 
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conditions of entry into the profession 'many are leaving or becoming demoralized' 
(Weiss, 1999:869). 
Even so, the indications are reasonably clear that employees with a significant 
investment in their training and initial work experience are committed and connected 
to the occupation. Healy (1999:189) referred to this type of commitment as 
occupational commitment 'often associated with caring work and with canng 
professional work and involves a primary attachment to the occupation or the 
profession' and may be congruent or in conflict with the organisational goals. 
Healy (1999) felt that organisational commitment presupposes reciprocity in that the 
employee and the organisation will demonstrate mutual commitment. She added that 
currently in the United Kingdom the human resource practices and policies reflect a 
static model of career and commitment and that teaching in the 1990s reciprocity was 
uncommon. She cited the reason as: 
local authorities and schools, reacting to Government policy, are restructuring 
organizational commitment uni-directionally, focussing on perfmmance, 
accountability, value for money so that levels of security have declined, 
teachers are working harder, redundancies have increased, and the older 
experienced teachers are finding it harder to get work (Healy, 1999:198). 
This factor is coupled with the budget advantage of hiring younger cheaper teachers. 
As has been mentioned in an earlier section of this chapter, the teaching profession in 
Australia is experiencing some of these changes. It may be necessary to heed these 
changes as a sign or even a warning for the employment practices by Education 
Queensland of beginning teachers. Healy's (1999) final point on the impact of 
projected teacher shortages lessening the effects of this educational marketization has 
relevance in the Queensland context. Whilst there is a teacher shortage then the 
opportunities for beginning teachers on temporary engagement are better, if not 
optimum. The scenario may be different if there is a trend towards a glut of quality 
teachers. The plight of the beginning teacher on temporary engagement during a 
'glut' may be an even bleaker prospect. Teaching contracts, the commitment of the 
individual to the organisation and reciprocity would be worthy of continued research, 
given this context of reform. 
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This section of the review of tenure and permanency has provided the final set of 
emerging conceptual issues from which stage three of the beginning temporary 
teacher theoretical framework is developed. The model builds upon the preceding 
contextual (stage one) and professional dimensions (stage two) and melds the 
occupational dimension (stage three) of the beginning teacher experience. Such a 
model is conceptually supported by Castetter (1992), who unifies organisational 
staffing personnel processes and incorporates recruitment, selection, induction and 
development. The significance for doing so is argued by Castetter (1992:122) in the 
following way: 
unplanned, haphazard, and casual approaches to recruitment frequently create 
costly personnel problems such as position-person mismatches, ineffective 
performance, undue supervision, absenteeism, lateness, turnover, anti-
organizational behaviour unwananted tenure, and personal litigation. 
In a later section on selection, Cas tetter (1992: 181) adds: 
the manner in which applicants are treated during the selection process has a 
good deal to do with the way in which they perceive the system and interpret 
the perceptions of others. 
These outcomes suggest and justify the need for a more integrated and holistic 
approach to viewing the employment of beginning teachers. 
There were five conceptual issues to emerge from the literature sunounding the 
occupational dimension of the beginning teacher experience. Issue one considers 
self-perceptions of temporary beginning teachers and compares and contrast these 
perceptions with those revealed by the research. The second issue explores 
comparisons between the beginning temporary teacher in Education Queensland and 
temporary academics in the higher education context and teachers engaged in casual, 
relief or supply teaching. Exploring the 'negativity' associated with temporary 
employment, a common thread throughout the literature, forms the basis of the third 
issue. This ultimately leads into issue four which describes the tension between a 
temporary employee 'wanting' permanency for the purposes of job security and its 
benefits, and an employer's process for 'granting' permanency. The changing way in 
which commitment, investment, attachment and obligation are viewed by employees 
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in temporary employment is the fifth and final issue that has emerged from the 
literature. At the conclusion of the chapter the conceptual issues from the three 
stages have been developed into a model that provides a 'new' lens for examining the 
perceptions of the beginning temporary teacher (see Figure 3.2). 
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Summary 
The two dimensions to the literature review were the beginning teacher experience 
and tenure/permanency. Although research into the field of teacher career stages 
(Burden, 1982a; Fessler and Christensen, 1992; Fuller, 1969; Gregorc, 1973; 
Hube1man, 1988; Huberman, 1989; Leithwood, 1992; Sikes, Measor and Woods, 
1985; Unruh and Turner, 1970; Vonk (1989) in Fessler and Christensen, 1992) 
identified specific phases and charactelistics in the early stages of a teacher's career, 
the employment status of the beginning teacher was not identified as having any 
bealing on the needs or characteristics dming those early stages of teaching. In 
addition, the literature that dealt with the descliptions of beginning teacher 
expeliences (Burden, 1982a; Gregorc, 1973; Katz, 1972; Huberman, 1988; Shaw, 
1977) tended to have as its focus pedagogical concerns. The literature emphasised 
both the teacher as a professional and teaching as a profession, and tended to locate 
the beginning teacher within a classroom and school rather than an organisation with 
a particular corporate identity. Similarly, research into the perceived problems of 
beginning teachers (Batten, Griffin and Ainley, 1991; Tisher, 1990; Veenman, 1984) 
focussed on concerns with teaching. What appeared to be less emphasised was the 
view that teachers were also employees and that teaching was an occupation within 
an industlial context with specific working conditions. 
However there was recognition in some of the literature that personal and 
environmental factors within and outside of teaching impacted on the ease and rate of 
progress into teaching (Feldman, 1981; Fessler and Cmistensen, 1992; Sikes, Measor 
and Woods, 1985). This concept of captuling more holistically the beginning teacher 
expelience was noted by research that focussed on the social/institutional context of 
the beginning teacher (Martinez, 1993), the resolution rather than the perceived 
problems faced by beginning teachers (Bennett, Carre and Dunne, 1993; Carter and 
Richardson, 1989; Clark and Peterson, 1986; Moran, 1990; Valli, 1992), and pre-
service preparation (Carre, 1993; Hogben and Lawson, 1984; McArthur, 1981; 
McWilliam and Kirk, 1993; Metzner, Nelson, and Sharp, 1972;). Research into the 
field of beginning teachers has in some cases become more contextualised (Nias, 
1986; Tickle, 1993; Kilgore, Ross and Zbikowski, 1990; Zeichner and Tabachnick, 
1985), but little research has been conducted into the context of temporary 
101 
employment of the beginning teacher (with the notable exception of Draper, Fraser, 
Raab and Taylor, 1997). 
Although induction was considered to be essential in retaining promising teachers 
(Ruling-Austin, 1986) and a link established between beginning teacher attrition and 
workplace conditions (Batten, Griffin and Ainley, 1991; Cowan, 1997; Education 
Queensland, 1999b; Macdonald, 1999; Marlow, Inman and Betancomt-Smith, 1997), 
the literature concerning induction, too, had as its focus the professional and 
pedagogical concerns of the beginning teacher in the school and classroom. Concerns 
with existing induction programs had been recognised (Crow and Peterson, 1983; 
Grant and Zeichner, 1981; McCahon and Carpenter, 1987) but there was limited 
research that dealt with the relationship between temporary working conditions and 
the induction of the beginning teacher (Clark, 1983; Draper, Fraser, Taylor, 1997; 
Weiss, 1999). 
The second dimension to the literature review was tenure/permanency. There was 
extensive literature on the acquisition of tenure for beginning teachers (Beckham and 
Zirket, 1983; Bridges, 1986; Bridges, 1990; Millman and Darling-Hammond, 1990; 
Murmane, Singer, Willett, Kemple and Olsen, 1991; Peterson, 1995; Strike and Bull, 
1981; Wise, 1990), notably in the United States of America and through a process of 
performance-based evaluation and induction. Some literature suggested that the role 
of induction be extended to include the demystification and clarification of the tenure 
process (Keating, 1996; Little, 1990; Steffy, 1989). 
What was omitted from the literature was the process for acquisition of tenure or 
permanency for beginning temporary teachers. The impact of this omission was 
considered in terms of differing levels of commitment (Barge and Schlueter, 1988; 
Coopey and Hartley, 1991; Healy, 1999; Lowry, 1996), investment in training and 
the initial years of work and the resultant attachment to the organisation (Cole, 1985; 
Maguire, 1993; Traill, 1995), and a disparity in working conditions and contractual 
arrangements (Cordova, 1986; Campbell and Burgess, 1997; Bronstein, 1991). This 
disparity was further extended by comparing the temporary beginning teacher 
(Draper, Fraser, Raab and Taylor, 1997) with supply teachers (Bourke, 1993; 
Loveys, 1988; Morrison, 1999; Spratt, 1999), and with teaching contracts in the 
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higher education context (Barnes and O'Hara, 1999; Bryson, 1999; Docherty, 1987). 
Consideration was given to the overall impact of the trend towards the use of 
temporary employees and the potential result of a core-peripheral model of 
employment (Atkinson (1984) in Dawkins and Norris, 1987) and the development of 
an 'underclass' of worker (Barnes and O'Hara, 1999; Lowry, 1996; McWilliam and 
Kirk, 1993). In the main, beginning teachers were not identified in the literature as a 
group requiring specific consideration. 
On balance, the literature from both the contexts of higher education and teaching 
seemed to suggest that there were far more short term and long te1m disadvantages of 
temporary employment for the individual with indications of some long term 
concerns for the organisation. The literature suggested that beginning teachers 
regardless of employment status needed some form of job certainty or security, and 
less obscurity smrounding the acquisition of pe1manency or tenure. In addition, the 
'precariousness' of temporary employment seemed to exacerbate the negativity in 
their working conditions. Commitment to the organisation by employees and 
attrition rates were affected by employing individuals in non-standard forms of 
employment. 
This review highlighted the paucity of research in the field of temporary employment 
of beginning teachers. It was argued that the most significant gap in the literature 
surrounded the view that teaching had both an occupational dimension as well as a 
professional dimension, both of which need to be considered to enhance a beginning 
teacher's transition into the profession, the work site and the organisation. 
More significantly, this review has framed the three stages of emerging conceptual 
issues inherent in the 'Temporary Beginning Teacher: A Theoretical Framework' 
outlined below in Figure 3.2. The emerging conceptual issues were outlined in stage 
one, the context, stage two the professional dimension and stage three the 
occupational dimension of the beginning teacher experience within Education 
Queensland. It will be recalled that the issues included: (a) the degree of 
connectedness between temporary employment and permanency, organisational 
policy and practice, teaching as a job and a profession, and organisation and 
individual need; (b) distinctions between permanent and temporary employees in 
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relation to organisational policy, working conditions, and access to and use of 
induction; (c) the precariousness and negativity associated with temporary 
employment; (d) the partial representation of the beginning temporary teacher 
experience and the potential to broaden the context; and (e) the beginning teacher 's 
need for job security. 
The new framework (see Figure 3.2) re-conceptualises these issues and locates the 
beginning temporary teacher within the current context of Education Queensland, 
explores the interface of the professional dimension of the beginning teacher 
experience and the occupational dimension of temporary employment, and provides 
the conceptual tool underpinning the research design. As such, the theoretical 
framework makes more explicit the interfaces. These new interfaces include: (a) the 
occupational reality as a temporary employee; (b) the interactions with the policy and 
practices of the employing, industrial and registration organisations; (c) the 
experiences of being in a school as a temporary employee; and (d) the mechanisms 
put in place to support the beginning temporary teacher and employee. These four 
interfaces capture holistically the beginning temporary teacher experience with 
Education Queensland. Furthermore, the framework enables the research question 
considered in Chapter 1 to be effectively examined. 
One purpose for the development of this theoretical framework is to connect the 
research problem with the research methodology. The nexus between qualitative 
research and the research problem is considered by Creswell (1994: 10) who states 
that: 
for qualitative studies the research problem needs to be explored because 
little information exists on the topic. The variables are largely unknown, and 
the researcher wants to focus on the context that may shape the understanding 
of the phenomenon being studied. In many qualitative studies a theory base 
does not guide the study because those available are inadequate, incomplete, 
or simply missing (Creswell, 1994:10). 
Within the previous chapters the gaps in the research were identified, the context for 
the study was firmly established and the theoretical framework developed to analyse 
the data collected for the study. This framework then provides the basis for an 
exploration of the research methodology outlined in the next chapter. 
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Figure 3.2 Beginning Temporary Teacher: A Theoretical Framework 
RESEARCH QUESTION 
How do temporary engagements, as an employment strategy of Education 
Queensland, impact on the beginning secondary teacher? 
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CHAPTER FOUR 
COLLECTING DATA ON THE TEMPORARY BEGINNING TEACHER: 
RESEARCH METHODOLOGY AND STUDY DESIGN 
This chapter outlines the research methodology and study design adopted for this 
thesis. Yin (1989:28) describes the research design as a logical sequence that 
connects the data to the study's initial questions and ultimately to its conclusions. 
Using this sequence, the first section of this chapter describes the intended specific 
research design to be applied to this study. The features considered are the rationale 
and characteristics of case study, the selection of the case, data collection methods, 
data analysis, trustworthiness and the mode of presentation. The second section 
locates the researcher within a qualitative research paradigm, by exploring the 
ontological and epistemological assumptions, and theoretical perspective underlying 
this study. Chapter 5 compares the intentions of the research design to what was 
achieved, that is, the enacted research process. 
Case Study - The Rationale and Characteristics 
Case study has its origins in the fields of law, engineering, medicine, psychology and 
social work (Krathwohl, 1993; MacDonald and Walker, 1975; Merriam, 1988), and 
can be found within both the qualitative and quantitative research paradigms. This 
thesis was aligned to the qualitative research paradigm, the suitability of which is 
examined in terms of the rationale for selection of case study as a methodology, and 
the relationship between the general characteristics of qualitative case study and this 
specific piece of research. 
The rationale for the selection of case study is its usefulness at the beginning stages 
of research into a new area where there exist little research or data (Granziano and 
Raulin, 1989). It will be recalled from the literature review that limited research has 
been conducted into the area of temporary employment for beginning teachers. The 
earlier work of Tromans, Daws, Limerick and Brannock (200 1) of Queensland 
beginning teachers and the study by Draper, Fraser, Raab and Taylor (1997) of 
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Scottish probationers were key pieces of research in this field. Thus, when little is 
known about the subject, case study as a methodology is most appropriate. 
Another reason for the selection of case study is its value in documenting unusual or 
critical cases (Patton, 1990). Temporary employment of beginning teachers 
represented an unusual case, since the majority of teachers were employed as 
permanent employees of Education Queensland. How critical the case is, will be 
detennined by the findings emerging from the study. In addition case study is 
particularly suited to educational phenomena in terms of diagnosing learning 
problems, understanding specific issues of practice and for the formulation of policy 
(Merriam, 1988). The specific issue of practice in this study is the strategy of 
temporary employment of beginning teachers. The findings have the potential to 
inform the policy and practices of Education Queensland as the employing authority, 
the Queensland Teachers' Union as the main industrial body for teachers, and the 
Universities in preparing pre-service teachers for employment with Education 
Queensland. 
A further justification for the use of case study as a methodology lies in Yin's 
(1989:28) proposition that case study is most appropriate when the 'how' and 'why' 
questions are posed about a contemporary phenomenon within a real life context. 
The research question for this study was: 
How do temporary engagements, as an employment strategy of Education 
Queensland, impact on the beginning secondary teacher? 
This 'how' question is strengthened by locating the research problem and case within 
a real life context. The broader context encompasses the national employment trends 
and the changing patterns in the awarding of tenure or permanency. With this in 
mind, the particulars of this case study will serve to illuminate this larger context. 
The more specific context is the location of the beginning secondary teacher on 
temporary engagement within the employment strategies of Education Queensland. 
In addition, the use of temporary engagements within Education Queensland is a 
contemporary event since this employment strategy has only been used in its current 
form in the last ten years. 
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Finally, Wellington (2000:97) suggests that case study can 'follow on from a broader 
survey or quantitative approach by exploring a phenomenon in more depth and in a 
more exploratory, explanation-seeking fashion, and thereby emich it'. It will be 
recalled that the research project cited in Chapter 1 provided a quantitative picture of 
the issues critical for beginning teachers concerning temporary engagements and 
pe1manency. Case study was deemed appropriate to further explore and develop 
those critical issues. 
Thus, a strong rationale has been argued for the use of case study to investigate the 
stated research problem. This rationale is extended further by aligning the 
characteristics of case study to the specifics of the proposed case under study. 
Characteristics 
Case study according to Bogden and Biklen (1982:59-62) is of three types: (a) 
historical-organisational, which studies units such as organisations over time, 
interviewing people involved and studying written records; (b) observational, using 
participant observation of an organisation, or some aspect of an organisation, with an 
emphasis on a contemporary event rather than the historical aspect; and (c) life 
history, using extensive interviews of single persons for the purpose of collecting 
first-person narrative. 
This study of the case of an employment strategy within Education Queensland lies 
at the juncture between historical-organisational case study and observational case 
study, since it draws on the characteristics of both types. It is historical-
organisational in that it involved the study of selected policies, or written documents, 
of an organisation, Education Queensland. The study included interviews with 
people involved within the organisation, some of whom had been with the 
organisation for a considerable length of time. The 'historical' element was not a 
main feature, since the emphasis was more on a contemporary event, that is, 
temporary employment. The emphasis on a 'contemporary event' suggests 
observational case study. However, participant observation a feature of this type of 
study, was deemed not to be suitable since the participants and the organisation, that 
108 
is, Education Queensland the focus of the case study did not coexist in a particular 
site. 
The type of case study is fmther refined by considering its particular orientation or 
interest served by the case. Stake (2000:437) argues that if a researcher wants a better 
understanding of a particular case then it is an intrinsic case study. Where as, if a 
paiticular case is examined mainly to provide insight into an issue, with the case 
providing a suppmtive role, then it is an instrumental case study (see also 
Wellington, 2000:92). Stake (2000) acknowledges that the researcher can have 
several interests, with no line to distinguish between the two types, and that there is a 
zone of combined purpose. However, this case study was designed more in keeping 
with instrumental case study with the main aim being to gain insight into the 
paiticular issue of temporary employment for beginning teachers. The selection of 
the case suppmted the advancement of this aim. 
Characteristics of the Case 
A commonly framed definition of case study suggests that it involves an examination 
of a specific phenomenon, program, event, person, process, institution or social group 
(see Best and Kahn, 1986; Bogdan and Biklen, 1982; Krathwohl, 1993; Kumar, 
1996; Patton, 1990; Sprinthall, Schmutte and Sirois, 1991; Sturman, 1997; 
Wellington, 2000). A more specific definition is tendered by Merriam (1988) who 
stated that a qualitative case study is: 
an intensive, holistic description and analysis of a single entity, phenomenon, 
or social unit. Case studies are particularistic, descriptive, and heuristic and 
rely heavily on inductive reasoning in handling multiple data sources 
(Merriam, 1988:16). 
However, there are other characteristics of case study not included in Merriam's 
definition. Firstly, a case study is framed by a bounded system- where there is some 
unity or totality of a system, program, institution, time period or set of events, with 
boundaries, outlines or parameters (Krathwohl, 1993; Merriam, 1988; Wellington, 
2000). Stake (1988:255) adds that the boundaries set for a case are related to the 
researcher's conceptualisation of the problem, and that these· boundaiies can be reset 
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as issues or themes emerge. Secondly, case study is viewed as 'an instance drawn 
from a class' (Adelman, Jenkins and Kemmis, 1976), or 'an instance in action' 
(MacDonald and Walker, 1975; Walker, 1980). Thirdly, case study deals with 
contemporary events (Merriam, 1988) and is an interpretation and understanding in 
context (Kenny and Grotelueschen, 1984; Tuckman, 1994). Fom1hly, case study 
celebrates the 'uniqueness' of the situation (Stake, 1995 and 1988; Tuckman, 1994) 
and is 'holistic' in description and explanation (MelTiam, 1988; Patton, 1990; Stake, 
1995). Table 4.1 summaries the characteristics of both qualitative case study and this 
proposed study. A more detailed account of those characteristics as they relate to this 
study is outlined below. 
The specific phenomenon was the study of 'beginning secondary teachers on 
temporary engagement', and was ce11ainly a contemporary event, since such 
temporary engagements had only been in operation within Education Queensland 
since the early 1990s. It was classed as a bounded system since beginning teachers 
on temporary engagement were a subset of both the beginning teacher and secondary 
teacher group. It was also bounded by being confined within the context of 
Education Queensland, as the employing authority and the public education system 
of Queensland. The use of four categories of participants and a document review set 
within a theoretical framework was considered to provide a holistic view of the 
phenomenon. The uniqueness stemmed from the newness of this type of recruitment 
for Education Queensland. 
Patton (1990:40-41) lists the dimensions associated with qualitative inquiry which 
may include: naturalistic inquiry, inductive analysis, holistic perspective, qualitative 
data, personal contact and insight, dynamic systems, unique case orientation, context 
sensitivity, empathetic neutrality, and design flexibility. Two specific dimensions 
that pertain to this case study are 'empathetic neutrality' and 'context sensitivity'. 
Empathetic neutrality was achieved in part by the 'distance' of the beginning teacher 
on temporary engagement to that of the researcher whose position was as a classified 
officer and permanent employee within Education Queensland. At the same time it 
was possible to empathise with the beginning teachers through this researcher's deep 
understanding of the system. Context sensitivity was achieved by placing the 
findings within a well-defined and articulated context. 
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Table 4.1 Summary of the Characteristics and Orientations of Case Study 
Characteristics and Specific Features of this Case 
Orientations of Case Study 
1. Single Phenomenon Beginning secondary teachers employed on a temporary 
engagement by Education Queensland 
2. A Bounded System Bounded by confining the study to a beginning secondary 
teacher group graduating in 1996, and the employing authority 
being Education Queensland operating within a public system of 
education 
3. An Instance Drawn from The instance is the beginning teacher group drawn from the 
a Class secondary teacher group 
4. Contemporary Event Temporary engagements or 'teaching contracts' are a more 
recent employment strategy of Education Queensland 
5. Interpretation and The context consists of a number of participants either being 
Understanding in employed by, or having direct contact with Education 
Context Queensland; it involves the interpretation and understanding of 
their experiences, opinions, perspectives and meanings of being 
employed on a temporary engagement 
6. Uniqueness of the The uniqueness lies with the selection of the beginning 
Situation secondary teacher group and the newness of the employment 
strategy 
7. Holistic This study represents an 'in-depth' study of four beginning 
secondary teachers, school administrators, Queensland Teachers' 
Union representative, and Education Queensland personnel 
officer and a review of relevant documents 
8. Inductive Reasoning and This study will rely on developing concepts, understandings and 
Analysis new relationships that emerge from the data and are grounded in 
the context, for example, job satisfaction; induction practices; 
relationships with members of the school community; 
commitment; deductive analysis has been used to develop the 
review of the context and literature into a theoretical framework 
10. Multiple Realities Different and multiple perspectives rather than realities of the 
same phenomena will be explored, for example, beginning 
teachers, school administrators, Queensland Teachers' Union and 
Education Queensland personnel 
For case study there exist multiple realities (see Kenny and Grotelueschen, 1984; 
MacDonald and Walker, 1975; Merriam, 1988; Stake, 1995; Walker, 1980) rather 
than a single absolute truth. For this case study the tenet that there is no single 
absolute truth is accepted, but is tempered with the notion that 'what is true depends 
on one's perspective and is, therefore, inherently definitional, situational, and is 
internal' (Patton, 1990:483). The generation of multiple perspectives rather than 
multiple realities sits more comfortably within the approach adopted for this study. 
The multiple perspectives represented in this case were those experienced by the four 
different categories of participants in the study, namely beginning secondary 
teachers, Union personnel, school administrators, and departmental personnel, and 
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those perspectives of the researcher. It may also be possible that each individual 
simultaneously holds multiple perspectives, and mticulates these as different 
accounts to different audiences, for example, to their peers, their family, and to the 
researcher. The perceptions revealed to any one audience must therefore to some 
extent, be socially constructed interpretations of that perspective and reality. It is also 
acknowledged that there are potentially common perspectives, since these groups 
coexist and function within the same organisation. 
Parameters focussing the research were established through the formulation of a set 
of hypotheses. This is what Merriam (1988:13) refers to as 'tentative working 
hypotheses', Stake (2000:440) refers to as 'foreshadowed problems', and Marshall 
and Rossman (1995:37) refer to as 'guiding hypotheses'. Indeed, the guiding 
hypotheses were listed previously in Chapter 1. To reiterate, for this study they 
included: 
1. Access to professional development and training and induction practices is 
significantly affected by the temporary employment status of a beginning 
teacher. 
2. Being employed on a temporary engagement affects the job security, 
commitment and satisfaction of a beginning teacher. 
3. The casualisation of the teaching workforce impacts on the choice of teaching 
as a career. 
4. Differential policies and practices exist for beginning teachers on temporary 
engagement as compared to beginning teachers employed on a permanent 
basis. 
5. Being on a temporary engagement affects the beginning teacher's ability to 
establish relationships with members of the school community. 
6. There are a number of factors, beyond that of the performance and 
competency of a beginning teacher, that determine the appointment of a 
teacher to a permanent position. 
These hypotheses emerged from both the literature and from the personal experience 
of the researcher. They had a role in the formulation of the theoretical framework 
outlined in Chapter 3 and in the formulation for the questions for the interviews. 
From the outset, it should be acknowledged that the researcher entered the research 
process with a set of assumptions and professional first hand experience in the field, 
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which embodied pmticular theories and hypotheses. The potential to limit the study 
with such preconceptions is noted by Sturman (1997:62) who still contends that a 
researcher can challenge existing propositions, search alternative avenues of inquiry, 
and develop 'new' theoretical positions. The aim of this resem·cher was to actively 
seek to discover and pursue those alternatives. 
Another set of parameters that relate to the employing authority and sector of 
education need to be considered. This study centred upon one employing authmity, 
Education Queensland. It did not incorporate the policies and practices of the 
employing authorities of the Catholic Education System or the Independent Schools 
Authority. The study was confined to the secondary sector of the education system, 
and did not include the preschool, primm·y or tertiary sector. Some reference within 
the literature review has been made to these sectors, but in the main the study 
concerned beginning secondary teachers. In this way the scope of the study 
remained manageable and the context was more compatible with the researcher's 
professional experiences. 
Selection of the Case 
For qualitative case study the method of 'sampling' or more appropriately the 
selection of a case or cases is based on the principle of non-probability, 
purposive/purposeful, or criterion-based sampling (Merriam, 1988). Merriam 
(1988:48) defines purposive sampling as being 'based on the assumption that one 
wants to discover, understand, gain insight; therefore one needs to select a sample 
from which one can learn the most'. Criterion-based sampling is an extension of this 
and involves the establishing of criteria, bases or standards. The selection of the case 
is therefore not aimed at 'representativeness' of the total population, but rather is 
selected for the opportunity to acquire rich data (Stake, 1995). 
The selection of 'the case of temporary engagement as a strategy for 
employment by Education Queensland of beginning secondary teachers' 
involved the perspectives of four categories of participants together with a 
comprehensive review of relevant documents. These categories of participants were: 
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1. Four beginning secondary teachers. 
2. The Director, Human Resources, Education Queensland. 
3. Two school administrators, for example Principal, Deputy Principal, Heads of 
Department. 
4. A representative from the Queensland Teachers' Union. 
It will be recalled that the beginning teachers for this study were drawn from a 
research project undertaken by this researcher, in collaboration with the Queensland 
University of Technology and Education Queensland in 1998/99. The title of the 
research project was 'Beginning Teachers, Temporary Engagements and 
Permanency'. A full account of the research project has been incorporated in this 
thesis as Appendix 1 and was entitled 'Winning the Lottery? Beginning Teachers on 
Temporary Engagement' and was published as a journal article by the same title 
(Tromans, Daws, Limerick and Brannock, 2001). The major themes to emerge from 
the research project were (a) concerns associated with the awarding of the Suitability 
Rating, (b) the beginning teachers' preference for permanency, (c) reasons for 
desiring permanency, (d) knowledge and understanding of the policy and practices of 
Education Queensland, (e) their preferred future, and (f) advantages and 
disadvantages associated with temporary employment. It will be recalled that 
Chapter 1 alluded to this research project, and highlighted the necessity of reading 
Appendix 1 before proceeding to Chapter 5. 
The research project foregrounded this study and involved the distribution of a 
questionnaire to a target group of beginning teachers. The target group was the 
student teacher cohort who graduated from a college or university at the end of 1996, 
registered with Education Queensland, and received a 'temporary engagement' as 
their first appointment in a school or similar site in 1997. The total number of 
teachers in this group was 543. 
The questionnaire (Refer Appendix 9) incorporated a request slip to be completed by 
any beginning teacher who would like to participate in this thesis. Of the 207 
completed questionnaires received, 110 participants offered to be part of the case 
study of this thesis. Of the 110, 30 were thought to be appropriate. There were two 
factors considered in the selection of this group of 30. Firstly, the pa1ticipant had to 
be a secondary teacher, and secondly, they had to reside in the Brisbane metropolitan 
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area to enable the proposed face to face interviews to take place. It was from this 
group that the four beginning secondary teachers were chosen for this case study. 
A number of features taken from the questionnaire of the beginning teachers' 
professional and personal profiles were used as clitelia for the final selection of the 
four beginning teachers. The mandated features included that the participant: (a) was 
a secondary teacher, (b) was a beginning teacher within their first three years of 
teaching, (c) resided in the Brisbane metropolitan area, and (d) had been employed 
on at least one temporary engagement. Additional features incorporated in the 
selection were: (a) Suitability Rating, (b) age, (c) sex, (d) marital status, (e) teaching 
area(s), (f) degree of mobility, (g) number of temporary engagements, and (h) length 
of time on temporary engagement. 
The beginning teachers were selected in order to provide different perspectives, sets 
of experiences and knowledge on the issues of being a beginning teacher on 
temporary engagement. In constituting part of the 'multiple perspectives' of this case 
study, these participants were selected to add lichness to the data collected, where 
both the differences and similatities in knowledge and expeliences could be 
contested yet valued. 
The second category of participants was two school administrators drawn from the 
Plincipal, Deputy Plincipal and Heads of Department group. The clitelia for their 
selection required that they had contact with beginning teachers on temporary 
engagement within their school. A decision was made not to select the beginning 
teachers from the same schools as the administrators, in order to minimise the 
potential harm for the individuals involved and to protect the privacy of all. 
The non-school based personnel participated in a slightly different interview process. 
It was what Marshall and Rossman (1995:83) refer to as 'elite interviewing'. These 
'elite' participants are considered to be influential, prominent, and well infmmed in 
an organisation and are selected on the basis of their expertise in the m·ea. The two 
participants that fell within this category were the Director, Human Resources, 
Education Queensland and the Queensland Teachers' Union representative. It was 
hoped that these individuals would be able to provide valuable information on their 
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respective organisations, in terms of the organisation's relationship with teachers on 
temporary engagement. The use of documents to augment 'the case' will be discussed 
in a later section. The next section will elaborate upon the data collection methods. 
Data Collection 
The strength of case study research is that data collection involves multiple data 
sources (Patton, 1990; Stake, 1995; Yin, 1989). These sources include interviews 
with various people or pmticipants in the setting, observation of the phenomena in 
action, and the use of documents (Tuckman, 1994). The plimary data collection tools 
for this study were: (a) interview; and (b) document review and analysis. The 
secondary data collection tools for this study were: (a) the results of the 
questionnaire, included in the previously mentioned research project between the 
researcher, Queensland University of Technology and Education Queensland; and 
(b) the researcher's knowledge and expelience. 
Observation was not utilised as a data collection tool. The research problem did not 
lend itself to the observation of a particular event or phenomenon in a setting. 
However, it should be acknowledged that some of the practical knowledge held by 
the researcher emerged from numerous interactions with and observations of 
beginning teachers on temporary engagements over a long peliod of time. A closer 
examination of this personal data source will be covered in the section that deals with 
trustworthiness. 
To strengthen data collection for this case study a tlial of the interview questions was 
conducted with two colleagues of the researcher. The tlial was useful to rehearse 
interview questions, to allow alternate ideas to emerge and to gauge the usefulness of 
the hypotheses. This in tum refined and made more productive the content and 
process of the subsequent interviews. The responses of the participants from the 
previously mentioned questionnaire were also useful in the formulation of the 
interview questions. Having considered the secondary data collection tools the 
following two sections will elaborate on the two plimary data collection tools. 
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The Interviews 
According to Stake (1995:64) the interview is the mam road to understanding 
multiple realities, or in this case perspectives, and as such forms a major source of 
data collection for this thesis. The broad purpose of interview is to 'cladfy meanings, 
to examine concepts and to discover areas of ambiguity' (Wellington, 2000:86). 
Tuckman (1994:374) organises interviews into four types, namely informal 
conversational, interview-guided, standardised open-ended and closed fixed 
responses. 
For the beginning teacher scenalio, the type of interview thought to be most 
appropliate was the interview-guided approach. The interview-guided approach is 
desclibed as 'topics and issues to be covered are specified in advance, in outline 
form; interviewer decides sequence and wording of questions in the course of the 
interview' (Tuckman, 1994:374). The reasons for the selection of this type are two-
fold. The first reason relates to the topics and issues being specified in advance. In 
the case of the four beginning teachers in this study a considerable peliod of time, 
almost two years, had elapsed between their initial appointment to a school on 
temporary engagement and the actual interview. Sending out the questions one week 
in advance allowed the participants time to reflect on past events and expeliences 
they thought relevant. Secondly, interview-guided questions provided both a 
structure to the interview and allowed sufficient flexibility for the interviewee and 
interviewer to pursue alterative ideas. 
The second component of the interview process is the type of question asked and 
information sought. Meniam (1988:78-80) lists the four types of questions as 
hypothetical, devil' s advocate, ideal position and interpretive, and groups the type of 
information sought as expeliencelbehaviour, opinion/value, feelings, knowledge, 
sensory, and background/demographic. A range of both the types of question asked, 
information sought were incorporated in this study. The previously mentioned 
questionnaire had provided the ground work for a more detailed examination of 
particular issues raised by the participants. Marshall and Rossman (1995:81) add the 
need for the researcher to be highly skilled at not only asking questions but also in 
question framing and gentle probing for elaboration. Interview-guided questions 
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based around key issues developed through insightful pre-planning provided the 
scaffolding for asking the more probing questions. 
The method of recording the interview is the fourth component of the process. The 
three main ways of recording include the use of a tape and/or video recorder, the 
taking of notes dming the interview, and reflecting and journal writing immediately 
after the interview (Meniam, 1988:81-82). A combination of the above ways can 
also be used. Each carries with it a number of advantages and disadvantages (see 
Stake, 1995; Yin, 1989). For this study a tape recorder was used in conjunction with 
the taking of structured notes during the interview and a period of researcher 
reflection after the interview. An edited summary was produced, and provided to the 
participants for verification and additional comment. Chapter 5 reports on the 
interviewees' comments of the edited summary. 
Table 4.2 below provides a draft outline of the interview schedule, which includes 
the list of interviewees, the duration of the interview(s) and the topics to be covered 
in the interviews. The purpose of the interview schedule was a means of turning 
ideas into meaningful areas of inquiry supported by a review of the documents and 
literature. 
The interview questions, although based on the same theme of 'temporary 
employment', were framed differently for each category of interviewee. The 
interview questions for the beginning teachers concentrated on their personal 
experiences of being on temporary engagement. The administrator interview 
questions concentrated more on their understanding of policy and practices 
surrounding temporary employment and the way in which they supported the 
beginning teacher on temporary engagement. The Education Queensland and 
Queensland Teachers' Union representatives too were questioned on their knowledge 
of the policies as well as incorporating a global view of temporary employment. 
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Table 4.2 Interview Schedule 
Interviewee Category Duration of Topics to be Covered 
Interview 
Beginning Teachers 2 hour interview with Induction program 
a follow up 1 hour Professional development 
interview Temporary engagements 
Permanency 
Job satisfaction/security/commitment 
Mobility/Suitability Rating 
Personal Experiences 
Relationships 
Competencies/Skills 
Director, Human 1 hour interview History of temporary 
Resources, Education engagements/contracts 
Queensland Current Statistics 
Comparison with other States 
Policy and Procedures 
Enterprise Bargaining Agreement 
Future trends/change 
Recognition of service 
School Administrators: 1 hour interview Provision of induction/professional 
Principal or Deputy development 
Principal, and Head of The pathways to permanency 
Department Impact on students and other 
members of the school community 
School practices/experiences 
Representative from 1 hour interview Enterprise Bargaining Agreement 
Queensland Teachers' Advocacy Role 
Union Policy and Procedures 
Comparison with other States 
Prior to the interviews it was necessary to conduct a review and an analysis of the 
relevant documents, since some of the documents were used in the interviews with 
the participants. The next section will deal with the methods used to review and 
analyse these documents. 
Document Review 
The types of documents utilised as a data source with case study include public 
records, personal documents, physical artefacts, diaries, log or journal entries, 
archival records and physical trace materials (Merriam, 1988:109). Table 4.3 
represents a summary of the source and the types of documents used in this 
dissertation. Broadly, the analysis of documents serve the purpose of either being the 
main focus of the research or of being used in conjunction with other data collection 
methods (Wellington, 2000:110). In this study the documents were used for the latter 
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purpose, that is, to augment and emich the interview data. In addition, the focus of 
the research according to Wellington (2000:113) determines the documents selected. 
In this study the focus of the research was policy related to the temporary 
employment of beginning teachers within Education Queensland. Thus, the 
documents selected for analysis relate to the policies associated with that initiative, 
the research question and the guiding hypotheses. 
The worth or value of such documents needs to be judged against how authentic and 
accurate the contents of the documents are, remembedng that such documents are 
written for a different audience and purpose (Men-iam, 1988; Yin, 1989). Wellington 
(2000: 111-113) explores further this notion of authenticity, by identifying firstly 
different types of access to documents, that is, closed, restricted, archived, published 
at a cost, free on application, or freely distdbuted, and secondly document authorship 
of pdvate, organisational/institutional and official. The documents listed below in 
Table 4.3 were in the main organisational/institutional or official in authorship, and 
published free on application or freely obtained from the organisation or institution. 
Some, however, were classed as 'in house' documents and as such were less 
accessible to those individuals other than Education Queensland employees, for 
example, Education Queensland: Conditions of Employment Temporary Teachers. 
The researcher's experience in working with beginning teachers and temporary 
employees, and being a long term employee of Education Queensland aided in 
locating these documents and evaluating the usefulness of their contents. 
The documents were examined for salient features relating to permanency, beginning 
teachers, temporary employment, and for beginning teachers on temporary 
engagement. Some of these features involved conditions of employment, policy 
statements on teachers on temporary engagement, departmental requirements of 
schools, definitions, and relevant legislation. The documents were reviewed for their 
literal meaning, that is, the surface meaning of words, terms and phrases related to 
the features above. A second process involved a more inten-ogative search for a 
deeper understanding or interpretative meaning. This process located the documents 
within, what Wellington (2000:114-115) refers to as, 'frame of reference', which 
covers the purpose, audience, authorship and context of the document. 
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To achieve this deeper understanding the documents were analysed in a three-stage 
process. Firstly, as part of the exploratory or first stage, the documents were used to 
open up an area of inquiry and to sensitise the reader to the key issues. This stage 
was provided as contextual information in Chapter 2. The second or complementary 
stage is where the documents were used to complement the other data collection 
Table 4.3 Summary of the Documents 
Source Document 
Education Professional Development And Training Agenda for Teachers '97 
Queensland Teacher Transfer Guidelines, 1997 and 1998 
Human Resources HR-04/3, Employee Induction,1995 
Human Resources HR-01/4, Temporary Teachers: Recruitment and 
Selection, 1994 
Application for Employment, Education Queensland 
Position Description, Teacher, 1996 
Conditions of Employment of Temporary Teachers, 1997 and 1998 
Placement Advice 
Human Resources HR-04/1, Management of Unsatisfactory 
Performance-Teachers, 1995 
Human Resources Workforce Management Guidelines, Temporary 
Teacher Engagements, 1998 
Queensland Teachers' Award- State, 1991 
Teachers' Union QTU Leading Schools Kit, 1997 
QTU initiatives for contract teachers 
Minutes from meeting on Contract Teacher, 1996 
Department of Education Queensland Certified Agreement, 1997 
Queensland Teachers' Journal 
Board of Teacher Application for Registration as a Teacher in Queensland,l997 and 
Registration 1998 
Board of Teacher Registration By-Laws, 1989 with amendments 
1989,1990, 1991,1993,1995, 1996, and 1997 
Teacher Registration in Queensland: Legislation and Policies, 1995 
and 1998 
Teaching Service of Provisionally Registered Teacher; Principal's 
Report 
Induction Project 1997: An Evaluation 
Office of the Public Public Service Act 1996 
Service Public Service Regulation 1996 
Public Service Amendment Regulation, 1997 
Directive: Conversion of Temporary Employees to Tenured Status, 
1997 
Directive: Basis of Employment- Fixed Term Contracts, 1996 and 
1997 
Directive: The Employment of Temporary Employees Engaged on a 
Full-time or Part-Time Basis, 1997 
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tools and as such have been incorporated as part of the interview process (see 
Chapter 5, and 7). As part of this stage, the documents were used to gauge the extent 
of the knowledge and understanding of the participants about the policies contained 
within the documents. The documents were also used to gauge the degree to which 
these policies were enacted within an education system and within a school. Finally, 
the documents were used to inform the participants of previously unknown 
information. The third and final stage is a concluding stage that uses the documents 
to consolidate and clarify. To this end the documents were finally considered and 
incorporated as part of the concluding chapter of this thesis. 
The two previous sections have elaborated upon the primary data sources. The 
following section deals with the analysis of the data once collected. 
Data Analysis 
The general outline of the process for data analysis is detailed below. It is followed 
by a more detailed account of the process adopted for this study. The issue of when 
to cease data collection is addressed by Merriam (1988: 125-126) who states that it is 
time to cease data collection when data sources have been exhausted, when 
categories have been saturated, when regularities emerge and when there is an over 
extension. Even though this section of the thesis deals with data analysis, it should be 
noted that data collection and data analysis are not separate functions, but rather are 
carried out as a simultaneous activity (Merriam, 1988: 119). A refining and defining 
process takes place as increased knowledge is gained from the interplay of reading 
and interpreting the literature and from listening to the participants in the case. Thus, 
data analysis is an evolving process. 
Data analysis, according to Yin (1989:33), is too often the least developed area in the 
research process. A number of writers have offered strategies and ideas for the 
analysis process and interpretation of data. Some form of inductive reasoning or 
analysis whereby themes, categories or patterns developed by the participant and/or 
researcher emerge from the data seems to be the most commonly used ·approach to 
data analysis (see Merriam, 1988; Patton, 1990). Analysis according to Merriam 
(1988: 133) involves the development of conceptual categories, typologies, and 
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finally the development of a theory or themies. This process is also referred to as 
progressive focussing (Parlett and Hamilton, in Stake 1995:22), the development of 
categories (Turner cited in Tuckman, 1997:381), direct interpretation and categorical 
aggregation (Stake, 1995:74), or simply the search for patterns of meaning (Stake, 
1995:41). Stake (1995:75) captures well the intent of the whole process when he 
states that the researcher is trying to pull the instance apart and put it together again 
in a more meaningful way. 
Thus, there appears to be two intenelated stages in the data analysis process. The 
first is data management and the second is the analysis including the development of 
theory. The following section outlines the two stages for this case study. 
Data Management 
Marshall and Rossman ( 1995: 111) suggest that whatever methods are devised to 
manage and organise the data they must enable the researcher to easily retrieve and 
manipulate the data. One of their suggestions, the use of a coding system, was 
designed for use in this case study. For this thesis, the theoretical framework revealed 
at the conclusion of Chapter 3 provided analytical tools that assisted in the data 
analysis, and in particular, provided key coding categories. 
The first form of coding to be introduced related to the participants' responses. A 
'letter code' was developed to align their responses to the major categories, themes or 
patterns to emerge from the data. Table 4.4 below is a list of some of the possible 
categories that were identified in the guiding hypotheses, the literature review and 
theoretical framework, and that might emerge from the data. The initial questions for 
the interviews were structured around these categories. The researcher was not trying 
to pre-empt the participant's responses, but rather was trying to organise the possible 
responses into manageable 'chunks'. 
For example, it was envisaged that some of the responses of the beginning teachers 
would contain references to job security, professional development and the induction 
program. As such it was not unreasonable to prepare in advance some categories 
developed from the literature, practical experience of the researcher and the guiding 
123 
hypotheses. An example of the letter coding for the categories would be PDT for 
professional development and training, IP for induction practices, R for relationships, 
JSS for job secmity and satisfaction, and PPEQ for the policy and practices of 
Education Queensland. There are no absolutes and these codes would need to be 
refined and changed as different themes emerged or if the categories became too 
large to manage. 
Table 4.4 Coding the Data 
Categories Refining the Categories 
A. Professional Development Access to; Degree of; Type of; Inclusion/Exclusion; 
and Training (PDT) and Probationary Requirements; Confirmation; Teaching 
Induction Practices (IP) Difficulties and Support; Termination; Registration; 
Relationship to Becoming Permanent; Competency/Skill 
Development; Difficulties with Planning; Timing of; 
Usefulness. 
B. Relationship with: (R) Time Allocation; Positive/Negative Responses; Feelings 
a. students towards; Rapport; Establishment of; Loss of; Between 
b. other staff groups; Sense of Belonging; Need for; Professional/Personal; 
c. administration For Skill Development; Degree of; Permanent/Temporary 
d. district personnel Status. 
e. parents 
f. other 
c. Job Security and Continuity; Satisfaction; Motivation; Sense of Belonging; 
Satisfaction (JSS) Personal Concerns; Future Planning; Benefits/Losses; 
Money; Holidays; Remuneration; Termination; 
Unemployment; Effect of; Impact on Teaching; Planning; 
Commitment. 
D. Policy and Practices of: a. Knowledge of; Implementation; Dealings with; Requirements 
Education Queensland of; Contact with; The Personal Touch; Grievance Procedures; 
(PPEQ), b. Queensland Problems; Performance at the School; Suitability Rating; 
Teachers Union (PPQTU), c. Mobility; Location; Bending the Rules; Fairness/Justice. 
Board of Teacher Registration 
(PPBTR), d. Schools (PPS) 
E. Temporary Engagements, Reasons for; Problems with; Frustration; Confusion; 
Permanency (TEP) Preference; Knowledge of; Assistance with; Comparison with 
other Staff; Replacement; Inconsistencies; Termination; 
Personal concerns; Advantages of. 
The right hand column of Table 4.4 lists a refinement of each of the major categories. 
They represent 'cues' which the participants may mention in the course of the 
interview. For example a beginning teacher may make some reference to a problem 
with accessing a professional development activity in a school. The cue is 'access' 
and would be coded as such. A number could be allocated to each of these 'sub 
categories'. The code IP (3) would translate into a type of induction practice. The 
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practicalities of this coding system were tested once the collection of data had 
commenced. 
The codes listed were useful in framing the interview questions for the participants. 
Thus, as the data was being managed so too was it being analysed. The next section 
will outline the processes of data analysis. 
Analysis of the Data 
According to Marshall and Rossman (1995) data analysis is: 
the process of bdnging order, structure, and meaning to the mass of collected 
data. It is messy, ambiguous, time-consuming, creative, and (a) fascinating 
process. It does not proceed in a linear fashion; it is not neat (Marshall and 
Rossman, 1995:111 ). 
They suggest that the procedures for data analysis fall into five modes. These 
include organising the data; generating categories, themes, and patterns; testing the 
emergent hypotheses against the data; searching for alternative explanations of the 
data; and wliting the report (Marshall and Rossman, 1995:113). Organising the data 
has been considered to some extent in the preceding section. As stated earlier, a 
common method of grouping suggested is the generation of categodes, themes and 
patterns. These categodes are related or 'internally consistent' (Marshall and 
Rossman, 1995:114) but are distinct from one another. Table 4.4 above represents 
some of these categories. 
Having established the categories the next mode is the testing of the hypotheses. 
Marshall and Rossman (1995: 116) state that this 'entails a search through the data 
during which one challenges the hypotheses, searches for negative instances of the 
patterns, and incorporates these into larger constructs, if necessary'. Part of the 
process involves a determination of the usefulness of the data offered by a participant 
in relation to the research question being considered as well as being cognisant of the 
way in which a participant is representing him/herself to the researcher. To grasp the 
relationships between the research question with its guiding hypotheses and the 
interpretations of the data analysis is an enormous task. A matrix may offer some 
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way of representing the complexity of the relationships. Table 4.4 is an outline of a 
possible data matrix by participant rather than category, theme or pattern and thus 
would provide a different perspective from which to view the data. 
Table 4.5 Data Analysis Matrix by Participant 
Category, Participant Participant Beginning Director, HR, 
Theme or Beginning Beginning Teacher EQ .. 
Pattern Teacher 1 Teacher 2 
1. Professional ? Interview 1 - ? Denied ? ? Refer 
Development and attended access at. .. document. .. 
Training seminar ? Flexibility 
2. Induction ? No school ? Mentor ? ? Mandated 
Practices policy at. ... appointed 
? Comprehensi ? Treated 
ve policy equally 
at. ... 
3. Relationships ? Impact of ? ? ? 
changing 
schools 
4. Job Security ? ? Sense of loss ? ? 
/Satisfaction ? High 
frustration 
level 
? School 
personnel 
supportive 
5. Policies and ? Not known ? Contacted ? ? Statistics for 
Practices the Union 1998 
? Given 
temporary 
engagement 
policy 
6. Permanency ? ? ? ? 
/Temporary 
Engagements 
1. Other );> ? ? ? 
The matrix would be extended and detail entered during the data collection and 
analysis phases. It represents a tool for organising not only the data but also for 
developing concepts. 
The fourth mode is the search for alternative explanations. Even if one of the 
categories listed in Table 4.5 is supported by data offered by the participants, the 
researcher must engage in the act of challenging the categories and in searching for 
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other plausible explanations. For example, it will be recalled from an earlier chapter 
that there is evidence to suggest that teachers have low perceptions of the status of 
their profession (Senate Employment, Education and Training References 
Committee, 1998). These perceptions in turn could permeate their descriptions of 
their working life. This may manifest itself in descriptions of a lack of job security 
and the resultant lack of commitment to teaching. It may be an emerging and 
common theme amongst participants, is consistent with the literature and so seems 
plausible. However, the astute researcher needs to be open to a range of possibilities, 
and at the same time, open to fresh insights inherent within the data. It may be, for 
example, that the teaching and probationary requirements of a first year teacher are 
impacting on their descriptions of insecurity or perhaps it has more to do with the 
maturity level of the teacher or their overall commitment to their career choice. 
Being open to these alternatives will strengthen the analysis. 
As part of the development of themes or categories and before presenting the 
findings there is a stage in which a possible theory is developed. This conceptual 
clarification and typology, according to Wellington (2000:87 -88), is the starting 
point for the development of theory. Concepts are the organisation of ideas and 
mediate between data and theory. The three types of theory identified are: (a) 
descriptive, explaining what is happening; (b) explanatory, explaining why it has 
happened and perhaps enable prediction; and (c) grounded theory, generated in the 
field and continually tested by data collection. Case study, and in particular this case 
study, is aligned to 'explanatory theory' to describe and explain the impact of 
temporary employment on beginning teachers. 
The fifth mode, that of the writing of the report or the presentation of the data will be 
considered in a later section. Suffice to add that according to Wellington (2000:96) a 
case study 'should be enjoyable and interesting to read'. It is with this aim in mind 
that Chapters 6 and 7, the chapters that deal with data analysis, were written. 
Trustworthiness 
Wellington (2000:97) lists the attractions and advantages of case study as being 
illustrative, illuminating and insightful, attention holding, exuding a strong sense of 
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reality, and that it can be accessible and engaging for readers. It is these very 
qualities that allow a reader to make a judgement about its trustworthiness. Glesne 
and Peshkin (1992:146-147) progress this link by discussing the achievement of 
trustworthiness in the research process. They state that trustworthiness is achieved 
by: (a) allowing sufficient time to collect and analyse the data; (b) the use of 
triangulation; (c) being alert to the biases of the researcher; (d) enlisting the help of 
others to 'audit' the methods, analysis and interpretations; (d) shruing the research 
process with the pruiicipants; and (d) acknowledging the limitations of the study (see 
also Maykut and Morehouse, 1994). A selection of these methods was utilised in 
this thesis to ensure trustworthiness and as such will be elaborated upon in more 
detail in the following sections. 
Role of Researcher 
In case study, the role of the researcher is a critical component of the research 
process, since the researcher is the primary data collection and analysis instrument 
(MacDonald and Walker 1975:9; Merriam 1988:79; Wellington, 2000:41). The 
researcher enters the process and can choose from and adopt a variety of roles. 
These roles include teacher, participant observer, interviewer, reader, storyteller, 
advocate, rutist, counsellor, evaluator, and/or consultant (Stake 1995:91). For the 
purpose of this study the major roles adopted were interviewer and storyteller, and to 
a lesser extent, advocate. Advocacy can and should become part of the applied 
process for ensuring that the significant findings be implemented. 
There are three issues to be considered in relation to the role of researcher. The first 
is bias, which is acknowledged by Graziano and Raulin (1989:129) as a limitation of 
case study, in that the researcher's subtle influences and reactions will affect that 
which is being observed. For this study, an example of researcher bias was the view 
held by the researcher that the group of beginning teachers on temporary engagement 
was being marginalised by the employment practices of Education Queensland. 
Another example of bias related to the researcher's role as a classified officer, 
permanent employee and an administrator in a secondary school, and the impact that 
this had on the relationship between the researcher and the pruticipants. A third 
example relates to researcher bias associated with an individual's ability or inability 
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to critique the organisation within which one operates as a long term employee. 
Wellington (2000:42) tempers this discussion by stating that every researcher has a 
healthy bias and that 'reflecting on this bias is part of the business of reflexivity' 
(reflecting on self). Wellington (2000:42-44) suggests that the researcher is part of 
the social world under investigation and as such bias should be acknowledged and 
considered at every stage of the research process. To incorporate this 
acknowledgment the researcher should question their own assumptions, values, 
ideas, knowledge, motivation and prejudices; examine assumptions taken for granted 
by institutions; and should examine and question the language used, for example, in 
interviews and document (Wellington, 2000:43-44). 
The second issue, which is tied to ethical considerations, is the way in which the 
researcher conducts him/herself. Stake (2000:447) in arguing for researcher ethical 
behaviour suggests that scholarly intent, as is the case with a doctoral dissertation, 
does not constitute license to invade the privacy of others and that: 
the value of the best research is not likely to outweigh injury to a person 
exposed. Qualitative researchers are guests in the private spaces of the world. 
Their manners should be good and their code of ethics strict (Stake, 
2000:447). 
MacDonald and Walker (1975:5-6) and Stake (1995:46) list some of the issues and 
thus potential problems faced by case study researchers. These include anonymity, 
privacy, competing vested interests, entrapment or involvement in the events, and the 
researcher's final interpretation and the ownership of the case. Walker (1980:53) 
concurs stating that confidentiality is a continuous and predominant concern. It is 
suggested by MacDonald and Walker (1975:7) that case study researchers operate 
under a democratic ethic, especially vital in the areas of data collection and the 
dissemination of the findings. According to MacDonald (cited in MacDonald and 
Walker, 197 5 :7) this involves the case study researcher recognising pluralism, 
offering confidentiality to informants, negotiating relationships and accessibility of 
participants to information. The audience and reader rely on the integrity of the 
researcher to select and present the evidence fairly. 
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Many of these issues were considered in the application for approval to undertake 
research as required by the University Human Research Ethics Committee at 
Queensland University of Technology. The informed consent package for 
pruticipants, comprising an information sheet and a consent fmm considered 
confidentiality, dissemination of findings, possible risks, ethical conduct and 
feedback (Refer Appendix 10). As part of the interview process the pruticipants 
were asked to review and comment on the edited summary of their interview. 
Wellington (2000:87) suggests that 'the respondent typically has some measure of 
control over the reseru·ch process'. In this instance, the interviewees exercise control 
over what was included and excluded in the conversations with the researcher and 
ultimately what was incorporated in their perspective of the phenomenon. Their 
responses and other ethical consideration to emerge have been repmted in Chapter 5. 
The third issue relates to the characteristics of and skills possessed by the researcher. 
Training or rather the lack of training of the reseru·cher is seen as a limitation of case 
study as a methodology (MacDonald and Walker 1975). Both Yin (1989:63) and 
Meniam (1988:37-41) suggest that a good case study researcher should have a 
tolerance for ambiguity, be sensitive to contextual variables, be a good 
communicator, and have a firm grasp of the issue. The experience of the researcher 
over a twenty five year period, as a secondary teacher, Subject Master (sic), and 
Deputy Principal provided a working knowledge of Education Queensland, as well 
as detailed knowledge of the operation of secondary schools within the metropolitan 
area and in remote locations. My role as Deputy Principal meant that there was 
continual contact with a number of beginning teachers and teachers on temporary 
engagement. This contact was through the provision of an induction program for 
newly appointed staff, professional development and training to staff, and the 
supervision and evaluation of pre-service and beginning teachers during their 
probationary period. In addition, my involvement in the research project which has 
involved staff from the Queensland University of Technology and Education 
Queensland, not only provided data on the topic, but also provided valuable 
experience in a research process. In addition, changing practice to accommodate 
education doctorates has changed research methodology that previously has tended 
to focus on research by 'outsiders' to reseru·ch that focuses on practitioner or 'insider' 
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research (Brennan, 1998:83). This study asclibes to this change in focus since the 
researcher in this case operates within the context being researched. 
One final point that requires consideration is the 'norm of reciprocity' (Marshall and 
Rossman, 1995:71) where the researcher should plan to reciprocate for the time, 
effmi and information given by the pmiicipants. The way in which this was achieved 
with the participants in this study was for the resem·cher to be a good listener, to 
provide them with relevant information not previously known, and to allow and 
encourage them to provide feedback on the interview content and the resem·cher' s 
interpretations. Reciprocity in a much broader sense could also include the potential 
to progress the findings of the study. 
Internal Validity 
There is an ethical obligation to minimise misunderstanding and misrepresentation 
(Stake, 1995:109). One way to achieve this aim is to ensure internal validity. Indeed, 
one of the strengths of case study is its internal validity, that is, the question of how 
findings match reality (Memam, 1988:166; Walker, 1980:45). There are vmious 
means by which this can be achieved. Memam (1988:166-169) suggests long peliods 
of research in the field, a less abstract notion of the context of the research, the 
researcher located in the natural setting, and the researcher's disciplined subjectivity. 
Yin (1989:41) adds the use of the multiple sources of evidence, establishing a chain 
of evidence, and having key informants review the case study report to assist in the 
validation process. The role of the reader in determining how aptly the findings and 
interpretations match reality is also a useful strategy (Stake, 1988:263; Maykut and 
Morehouse, 1994; Wellington, 2000:99). Other approaches adopted include member 
checks (Stake, 1995: 115), peer examination (or clitical fliend), participatory modes 
of operation, and an acknowledgment of researcher bias (Memam, 1988:169-170). 
In this case study, the following techniques to address internal validity were used. 
One technique was the use of 'multiple sources of evidence' previously mentioned in 
an earlier section. Given the emphasis on multiple representations and 
interpretations, Walker (1980:43-46) suggests that no one representation is more 
significant than another and that the responsibility for judging reliability be passed 
131 
on to the audience. The reader brings to the case study their experience, wisdom and 
knowledge in making that judgement about the 'value' or 'truth'. Thus, the audience 
and reader play a significant part in determining the degree of fit between the data 
and its interpretation. For this study, the pmticipants had the opp01tunity to review 
the contents of their interviews to determine the accuracy in describing their 
experiences. In addition the resem·cher's supervisors repeatedly commented upon the 
soundness of the resem·ch process and contributed to the 'audit' of the methods, 
analysis and interpretations. Finally, the context for this study was clearly defined 
and articulated, and researcher bias was considered in an earlier section. 
A special point needs to be made for the use of triangulation for the purposes of 
addressing both validity and reliability issues (Stake, 1988:263; Sturman, 1997:65; 
Patton, 1990:388; Adelman, Jenkins and Kemmis, 1976:145). Stake (2000:443) 
suggests that triangulation for qualitative casework is 'a process of using multiple 
perceptions to clarify meaning, ve1ifying the repeatability of an observation or 
interpretation'. Multiple perspectives of the four categories of participants, and the 
individual participants within the categories, were used to clarify meaning and verify 
the repeatability of interpretation. What emerged as the data analysis progressed was 
a degree of some common or shared view of the experience of being on temporary 
engagement. Triangulation is also achieved through the use of multiple data sources, 
cross-validating findings, and the implementation of specific protocols. For this case 
study multiple data sources, that is, the original questionnaire, interviews and 
document analysis, were used to elaborate and corroborate the different themes that 
emerged from the data. 
Internal validity is supported if the study is credible. Credibility defined by Marshall 
and Rossman (1995) is the means to ensure that the perspectives are accurately 
identified and described. They state that: 
an in-depth description showing the complexities of variables and interactions 
will be so embedded with the data derived from the setting that it cannot help 
but be valid. Within the parameters of that setting, population, and 
theoretical framework, the research will be valid (Marshall and Rossman, 
1995:143). 
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For this thesis the in-depth description was provided through the parameters having 
been set via the research question and guiding hypotheses, a comprehensive review 
of the context and literature, the development of a theoretical framework, a detailed 
outline of the research process, an analysis of the data and the presentation of 
findings, and the development of a conceptual framework to encapsulate the major 
themes (see also Maykut and Morehouse, 1994). Thus, credibility is ensured via the 
internally consistent processes adopted throughout this disse11ation. 
Presentation 
Having completed all of the tasks listed in the previous sections, the presentation of 
the data is the final stage in the process. The traditional research repm1 of statement 
of the problem, review of the literature, design, data gathering, analyses, and 
conclusions has been utilised in this instance in order to comply with the protocols of 
presenting a doctoral thesis. 
There were, however, three additional features incorporated. The final report on the 
research project 'Winning the Lottery? Beginning Teachers on Temporary 
Engagement' conducted by the researcher, and personnel from Queensland 
University of Technology and Education Queensland was included as Appendix 1. 
That project provided ground breaking data in a field that had produced very little 
current or relevant data focussing on beginning teachers on temporary engagement 
within the Queensland context. 
A second feature was the way in which the participants' interpretations were 
constructed in the data analysis chapter. One method is to write up each case of the 
beginning teacher separately. An alternative is to amalgamate the cases and use the 
recurring themes or patterns as a method of writing up the chapter. The structure 
adopted was the latter since it best represented the data collected and analysed. In 
addition, Wellington's (2000:87-88) notion of the development of a theory proved 
useful in the development of a conceptual framework once the data had been 
analysed. 
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The third and final additional feature was that the conclusion in Chapter 8 was 
outlined through a number of actions including an induction program, a clarification 
of roles and responsibilities and the development of a series of recommendations. 
Indeed, Maykut and Morehouse (1994:147) argue that a test of trustworthiness is 
'whether we believe the findings (of the study) strongly enough to act on them'. 
Within this study there was a very strong focus on the applied purpose for the 
research and as such has been outlined in Chapter 8. 
Locating this Case Study within the Qualitative Paradigm 
Underpinning the research design is a set of assumptions that provide the coherence 
to all phases of the research process. A scaffolding tool used to understand these 
assumptions is provided by Crotty (1998) who outlines four elements to the research 
process. These elements include: (a) methods, the techniques used to gather and 
analyse data related to the research question or hypotheses; (b) methodology, the 
strategy, or plan of action, process or design lying behind the choice and use of the 
methods; (c) theoretical perspective, philosophical stance informing methodology, 
grounding its logic and criteria, and; (d) epistemology, the theory of knowledge 
embedded in the theoretical perspective (Crotty, 1998:3). Sitting along side 
epistemology is ontology, which is concerned with the nature of existence and reality 
(Crotty (1998:10). 
Although acknowledging the uniqueness of each piece of research, Crotty (1998:13) 
suggests a chronological succession of events working from either epistemology to 
methods, or from the other way, identifying the issue or research problem, to the 
selection of a strategy or method, to a methodology as a means of justification, and 
finally to a theoretical perspective and epistemology (and ontology). It has been the 
latter route that this thesis has taken. The research question was outlined in Chapter 
1, and the research methodology and methods identified and developed in the earlier 
sections of this chapter. 
The theoretical perspective and epistemological and ontological assumptions 
underpinning this study are located within the qualitative research paradigm. 
Creswell (1994:5) suggests that the ontological assumptions for the qualitative 
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researcher is that 'reality is subjective and multiple as seen by participants in a study'. 
Case study implicitly assumes multiple perspectives and locates the focus of the 
study with the participant's views held about the phenomenon. It draws upon an 
epistemology grounded in constructionism. Crotty (1998:9) defines constructionism 
as: 
truth, or meaning, comes into existence in and out of our engagement with the 
realities in our world. This is no meaning without a mind. Meaning is not 
discovered, but constructed. In this understanding of knowledge, it is clear 
that different people may construct meaning in different ways, even in 
relation to the same phenomenon (Crotty, 1998:9). 
In elaborating on the definition, Crotty (1998:58) distinguishes between social 
constructionism and constructivism. Social constructionism emphasises the hold our 
culture has on the way individuals see and feel things and gives us a quite definite 
view of the world. Schwandt ( 1997: 19) adds that it seeks to understand how the 
social actors 'come to share an intersubjective understanding of specific life 
circumstances'. Constructivism emphasises the unique experience of each individual 
with each person's way of making the sense of the world being valid and worthy of 
respect. Crotty (1998:58) concludes with the distinction that 'constructivism tends to 
resist the critical spirit, while constructionism tends to foster it'. This study is more 
aligned with constructivism since the emphasis is on understanding and explaining 
the individual beginning teacher's experiences and perspectives working as a 
temporary employee with Education Queensland. 
The theoretical perspective underpinning this study falls within the realm of 
interpretivism which is ' to understand and explain human and social reality' (Crotty, 
1998:66-67). In the interpretivist model, Patton (1990:70-71) adds that it is essential 
to understand the philosophical base in that: (a) each person has a set of unique 
experiences which are treated as truths and which determine that person's behaviour, 
and (b) there assumes a commonality in those human experiences and therefore seeks 
to bracket, analyse and compare to identify the essence(s) of the phenomenon. Data 
analysis within case study allows for the recognition of individual experience but 
also searches for the patterns and common threads throughout the data in order to 
convey a sense of shared experience. 
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In conclusion, the focus throughout the study has been describing and explaining a 
phenomenon from the perspectives of the participants within a specific and bounded 
context. Thus, within this study there was a strong connection in the underlying 
assumptions between the four elements within Crotty's model (1998). 
Summary 
This chapter was a planning document of the intended research design. From the 
outset, the research question was made explicit, was bounded by a series of guiding 
hypotheses, and was justified in terms of the context and literature. The context and 
literature review was also utilised in the formulation of the theoretical framework 
that constituted part of the lens by which to read the data. 
This chapter has provided a rationale for the use of case study as a methodology, and 
the data collection techniques of questionnaire, in-depth interviewing and document 
analysis. In the first instance a questionnaire was administered to beginning teachers 
on temporary engagement to provide a broad overview and quantitative picture to 
determine the issues surrounding temporary employment for beginning teachers and 
to provide data to inform this case study. The case study comprised a review and 
analysis of documents, and interviews with four categories of participants, the 
beginning secondary teachers, a Senior Personnel Officer with Education 
Queensland, school administrators, and a Union representative. 
Data analysis was discussed as two inter-related pruts - data management and data 
analysis. Tmstworthiness as a means of ensuring internal validity was discussed in 
terms of the role of the researcher, credibility and the presentation of the findings. 
This chapter addressed the ethical considerations consistent with the methods chosen, 
along with the assumptions underlying the ontological, epistemological and 
theoretical perspective and the methodology and methods used in this study. The 
next chapter is a brief description of the way in which the research process was 
conducted in the field and has been refened to as 'the enacted research process'. 
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CHAPTER FIVE 
ENACTING THE RESEARCH PROCESS: THE INTERVIEWS, THE 
PARTICIPANTS AND THE DOCUMENTS 
This chapter describes in detail how the research was actually conducted in the field. 
Changes to the original design are explained and the unforseen events recounted. The 
chapter is comprised of four sections. 1 In the first section an explanation of the 
interview process from initial contact to the provision of the edited summary is 
provided. This is followed by a section detailing the results of the trial of the 
interview questions. The third section of the chapter describes the professional 
profiles of the interviewees. The chapter concludes with a discussion on the 
usefulness for the participants of the Education Queensland documents. 
The Interview Process 
The sequence of the participants for the interviews was deliberate. The researcher 
began with the Queensland Teachers' Union representative followed by the 
Education Queensland Senior Personnel Officer, and one of the administrators. The 
reasons for doing so were two-fold. Firstly, the above three mentioned individuals 
were known to the researcher as professional colleagues and as such allowed the 
researcher to gain further experience in interviewing, recording the interview, 
providing feedback and searching for themes. Secondly, since the first two were 
very knowledgeable in their respective fields, that is, Queensland Teachers' Union 
matters and Education Queensland policy, these interviews were a way of checking 
for accuracy and relevance some of the questions to be asked of the beginning 
teachers on temporary engagement. 
An adjustment was made in the selection of one of the groups of participants. After 
conducting the interview with the Deputy Principal, and upon reflection the 
researcher decided that more information could be gained from interviewing 
members from the Head of Department group since within a school they generally 
have quite close contact with the beginning teachers assigned to their faculty. A 
slight vmiation in procedure was incorporated whereby two Heads of Department 
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within the same school were interviewed jointly to allow them to interact, and 
potentially to enrich the quality of the data being collected. 
Stage two of the sequence of interview was to select the four beginning teachers. As 
described in Chapter 4 a questionnaire was administered to 520 beginning teachers as 
part of the research project 'Winning the Lottery? Beginning Teachers on Temporary 
Engagement'. The background section of the questionnaire provided sufficient 
information from which to make a selection of the four beginning secondary teachers 
for this thesis. The large number of nominees ensured a range in the selection of the 
four pruticipants in terms of age, sex, qualifications, number of temporary 
engagements, number of schools, and teaching or subject ru·eas. 
Of the initial four beginning teachers selected only three could be contacted. During 
the time that the researcher was attempting to contact the final participant the other 
three interviews were conducted. It became apparent that the first two pruticipants 
had less than positive experiences with their introduction to teaching, while the third 
beginning teacher had a more positive introduction. Thus, to provide a balanced 
perspective, the fourth beginning teacher was selected from the 'positive' rather than 
the 'negative' descriptions contained within the questionnaire. The next section deals 
with the trial of the interview questions and the insights gleamed from contact with 
the two individuals involved. Pseudonyms were provided for all participants 
interviewed, including those individuals used to trial the questions. 
Trial of the Interview Questions 
This stage of the research process involved trialing the list of interview questions 
with two secondary teachers, who had been employed on temporary engagements 
and who both had been made permanent employees with Education Queensland. 
This allowed the researcher to test the usefulness of the questions as well as to listen 
to their particular stories for hints of additional information to be included. The two 
beginning teachers were Jessica and Aaron. 
Jessica, a Health and Physical Education teacher, had a one-year temporary 
engagement at a metropolitan state high school, before gaining permanency within 
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that school at the end of her first year. She had received a Suitability 1 Rating but 
was not mobile due to her husband's occupation. Jessica's profile was one example 
that was emulated in the final selection of the four beginning teachers. She provided 
some insight into both the impmtance of developing relationships with students and 
staff whilst in the school, and the need to be self-sufficient and show some initiative 
within the school to gain permanency. Jessica indicated that each situation was 
unique and that the uniqueness in the beginning teacher's stories should be captured. 
Her time on temporary engagement was by and large positive except for the limited 
lead in time at the start of her temporary engagement, and the insecmity of not 
knowing whether there was work in the following year. The questions listed in the 
interview schedule for the beginning teachers captured the content of Jessica's 
messages. During the interviews with the beginning teachers, probing questions 
were asked about establishing relationships, being pro-active in seeking petmanency 
with Education Queensland, and the effect of the uncertainty of employment. 
Aaron, a Drama teacher, who had been given a Suitability 2 Rating and had three 
temporary engagements over a two and one half year period accepted a petmanent 
position in the school in which he was completing a temporary engagement. For 
Aaron there were two major concerns about being on temporary engagement. The 
first was loyalty and commitment to Education Queensland. He differentiated 
between the loyalty and commitment experienced towards a particular group of 
students, staff or a school and the commitment experienced towards Education 
Queensland as the corporate identity. This differentiation of stakeholders was 
subsequently incorporated in the interview questions. 
The second point to emerge from the conversation with Aaron was the impact of the 
instability of not knowing what the future held to his professional attachment and 
pedagogical relationship with students. He suggested that he only became fully 
committed and attached to developing professional pedagogical relations with his 
students when permanency was offered and accepted. Although Aaron 'loves' 
teaching he stated that he would not stay in teaching much longer. A contributing 
factor for leaving Education Queensland according to Aaron was the negative 
personal and professional impact of being employed on temporary engagement. 
Aaron raised a number of crucial issues that were subsequently included in the 
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interview schedule. These included questions on future career plans, loyalty and 
commitment to Education Queensland and attachment to developing professional 
relations with students. 
Conducting the Interviews 
The nature of the semi-structured interview worked well with Liam Hamilton, Senior 
Personnel Officer, Education Queensland and Greg Myers, a Queensland Teachers' 
Union representative, in particular. The structure of interviews with the school 
administrators and the beginning teachers involved more discussion, story telling and 
responses that were less ordered according to the sequence of the interview 
questions. The duration of each interview was approximately two hours. 
At the conclusion of each interview notes were recorded about the specific setting for 
the interview, the particular circumstances in which the interview was conducted, the 
participants, and strong messages and perceptions gained from the content of the 
interview. From the tape recordings of the interviews an edited summary of each 
interview was word processed and sent to each pruticipant for comment within four 
weeks of the interview having been conducted. The accompanying letter stated that 
the interview participants could add, delete, or change any of the content of the 
summary and respond to the researcher's view of the major ideas that had emerged 
from the interview. 
Although the interview schedule allowed participants to contribute additional 
comments, few took up this oppmtunity. This may have been because the interview 
schedule was quite detailed. This level of detail however proved useful in 
determining areas of least significance to the participants, constituted by the 
participants' lack of response to particular questions and even groups of questions. 
The structuring of the interview questions under headings was a useful strategy in the 
stage of data analysis and in the search for emerging patterns and themes. The 
formalised processes of coding the data and the data matrix suggested in Chapter 4 
were not utilised since the structure of the questions for the interviews were so 
detailed that it acted as a coding or categorising system. 
140 
It should also be acknowledged that the interview process changed as the researcher 
gained more experience in the field. This was because the researcher's knowledge 
and understanding of the issues increased through immersion in the field, and this 
made probing more effective and the cues given more relevant to the contexts of the 
beginning teachers. The need to conduct follow up interviews with the beginning 
teachers was deemed not to be necessary for two reasons. First, each pmticipant was 
provided with a full edited summm-y of the interview to which they could add further 
infmmation. Second, the techniques used in the interview, namely detailed schedule, 
probing of responses and opp011unities for participant input ensured comprehensive 
data collection. 
The Participants 
Greg Myers- a Queensland Teachers' Union Representative 
Greg Myers had worked within Education Queensland as a secondary teacher for 
four years. From 1987 he had been involved with the Queensland Teachers' Union as 
an lndust1ial Advocate. His expertise was in the m·ea of industrial relations, 
enterprise bm·gaining and conditions of employment for teachers. 
The interview questions were structured around the key issues of the views held by 
the Queensland Teachers' Union of temporm-y engagements, Union membership of 
beginning teachers on temporary engagement, the provision of support and 
assistance, and future trends. Greg Myers was able to provide additional written and 
verbal information prepared by the Queensland Teachers' Union about beginning 
teachers on temporm-y engagement at the interview. An edited summm-y of the 
interview was sent to Greg Myers. However, he made no amendments to the 
interview summm-y and did not add further information. 
Liam Hamilton - Senior Personnel Officer, Education Queensland 
As stated in Chapter 4, Jim McGowan, Director Human Resources, Education 
Queensland was to be a participant. He had been part of the initial research project 
titled 'Beginning Teachers, Temporary Engagements and Permanency' conducted in 
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pmtnership with the Queensland University of Technology and Education 
Queensland. However, between the time that he was originally involved in the 
research project and the time of the proposed interview for this thesis he had left 
Education Queensland. Consequently, an alternative participant with expertise in the 
areas of beginning teachers on temporary engagement and Human Resource 
Management within Education Queensland was selected for the study reported in this 
dissertation. 
Liam Hamilton, Senior Personnel Officer, Education Queensland based at a 
metropolitan District Office was selected. The resem-cher had had frequent contact 
with Liam Hamilton over a pe1iod of two years. He has been with Education 
Queensland since 1974 in the capacity of primary teacher, Principal, Computer 
Coordinator, and acting in administrative positions in schools until 1997 when he 
was appointed Education Officer Special Duties at the Sunshine Coast Regional 
Office. In 1998 he was appointed as the Senior Personnel Officer. 
The interview questions were similar for all groups of interviewees. However the 
sequence and grouping of the interview questions were adapted to better suit the 
actual pmticipant and the group from which they were selected. Thus, the questions 
for Liam Hamilton began with the more global concept of temporary employment as 
a strategy, followed by Education Queensland policies and their implementation, 
pathways to permanency, and finally issues affecting beginning teachers on 
temporm-y engagement. 
Although based at a District Office, Liam Hamilton was cognisant of the issues faced 
by beginning teachers on temporary engagement. His knowledge was gleaned from 
contact with the actual beginning teachers on temporal)' engagement seeking 
employment, through the continued contact with school based administrators and by 
networking with other Senior Personnel Officers across the state. 
Allan Well - Deputy Principal, Education Queensland 
Allan Well has been with Education Queensland since 1973 in the capacity of 
secondm-y teacher of Social Science, Subject Master, Education Queensland 
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consultant and Deputy Principal. He had been Deputy Principal and at times Acting 
Principal at Blackheath State High School since 1989. 
The interview questions considered his familiarisation with Education Queensland 
policies and practices, school based suppmt for beginning teachers on temporary 
engagement, and issues, problems and concerns raised by beginning teachers on 
temporary engagement. His responses to the questions were based on a combination 
of the experience of working within Education Queensland, his professional study in 
the area of human resource management and his practical expeliences of being an 
administrator within secondary state high schools. An amendment to his name was 
the only suggestion for change to the edited summary. 
Karen Jones and Robert Rose - Heads of Department, 
Education Queensland 
Karen Jones had been with Education Queensland since 1983 and had become a 
Head of Department at Coolamon State High School in 1990. Over the past two 
years, Karen had managed two beginning teachers on temporary engagement. The 
first beginning teacher, Stewart, was a Business Education mature aged graduate 
with a Suitability 3 Rating and with no prior teaching experience. The second 
beginning teacher, Jeremy, was an Information Technology graduate with no plior 
teaching experience and who had been awarded a T4 or Temporary Suitability 
Rating. His temporary engagement was from the commencement of Term 2 until the 
end of that calendar year. At the end of the year he was assessed and was awarded a 
Suitability 1 Rating and had his contract extended into the next year. Neither 
beginning teacher had been offered permanency within Education Queensland at the 
time of the interviews. 
Robe11 Rose has been with Education Queensland since 1967 and was appointed 
Head of Department (Health and Physical Education) at Coolamon State High 
School in 1980. The beginning teachers on temporary engagement who had worked 
within his department were Julie, Ada, Paul and Linda. Julie was appointed at the 
beginning of a year, received a Suitability 1 Rating, taught Physical Education and 
Science and was appointed as a permanent employee at the end of that year. Ada, 
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with a Suitability 2 Rating, received two separate temporary engagements at the 
school, the second of which was terminated with five days notice due to falling 
numbers at the school. Paul received a two week temporary engagement to replace 
Robert Rose whilst he was acting Deputy Principal at the school. Linda replaced a 
permanent employee and beginning teacher mid year and was employed until the end 
of that year. She received a Suitability 3 Rating and had no prior teaching 
expelience. She took over a timetable of Physical Education and English. English 
was not a subject in which she was qualified to teach. She applied to be reassessed 
towards the end of her temporary engagement and received a Suitability 2 Rating. 
From the descliptions outlined above, both Karen Jones and Robert Rose had close 
contact with a number of beginning teachers on temporary engagement. The 
descliptions also point to the different contexts in which each beginning teacher had 
been appointed. These differences were a key feature in the interview. The late 
decision to include them as participants proved valuable because they were able to 
provide rich images and examples of the way in which they professionally and 
personally interacted with the beginning teachers on temporary engagement. 
The Beginning Teachers 
The next category of participants were the beginning teachers on temporary 
engagement. The pseudonyms selected for the beginning teachers were Ruby Baker, 
Andrea Wilson, Laura Holmes and Chlis White. 
Ruby Barker 
Ruby was the first of the beginning teachers to be interviewed. Contact was made 
two weeks prior to the interview and a copy of the questions and information 
package and consent form was sent to Ruby. She was interviewed at her home on 
the evening of 13 October 1999. 
Ruby was 29 years of age, marlied with no children and had completed her Bachelor 
of Education at Queensland University Technology in 1996. She was a secondary 
teacher who was qualified to teach senior Mathematics A, B and C, Junior 
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Mathematics and Commerce. She had also partially completed a Bachelor of Laws 
and a Bachelor of Commerce/ Accounting prior to making the decision to become a 
teacher. For two years Ruby had worked in sales and design within the jewellery 
industry and had managed a Pizza outlet. She had also been involved in working 
with children with special needs. 
In her final year of University in 1996, Ruby had been awarded a Suitability 3 
Rating. In term 1 of 1997 Ruby was not offered a position with Education 
Queensland. In term 2 after one day of supply teaching Ruby was offered a series of 
temporary engagements within the one school for Term 2 and 3 of that year. During 
te1m 4 of 1997 Ruby did two, four-week temporary engagements at two different 
high schools. Ruby was reassessed and received a Suitability 1 Rating. In 1998 she 
completed a temporary engagement at a third high school but was offered and 
accepted permanency at yet another school in February 1998. In all, Ruby taught at 
five different schools in her first two years of teaching. 
Ruby described herself as confident in her teaching ability, knowledgeable about 
Education Queensland's policies and procedures for temporary engagement, pro-
active and dete1mined in her quest for permanency with Education Queensland, and 
passionate in expressing her opinions about the impact of temporary engagements on 
her teaching career. 
Andrea Wilson 
Andrea was interviewed on the evening of 15 October 1999. She was a little hesitant 
about being interviewed because she was starting a new school. However she agreed 
to be interviewed after the researcher suggested that two weeks elapse for a settling 
in period into her new school. She had a different employment pattern from the other 
beginning teachers in this study since she had had a combination of supply teaching 
and a number of temporary engagements that were both part-time and full-time. 
Andrea admitted that she had forgotten about the scheduled interview, but that it was 
'okay' to proceed. Andrea did not have time to read over the questions prior to the 
interview. 
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Andrea was 25 years of age and was married with no children. A pertinent point was 
that Andrea's husband was with the Australian Defence Forces and had been posted 
to East Timor in October 1999. She commented that his leaving to go on active duty 
overseas added to her stress levels with teaching. Andrea, who completed a Bachelor 
of Education at Christian Heritage College, was qualified to teach English and 
History with a third and fourth area of Dance and Art. She was given a Suitability 2 
Rating during her first year of teaching in 1997. 
During 1997 and 1998 Andrea did supply teaching at approximately 13 schools. In 
July of 1998 she received a two-week temporary engagement at a high school as a .4 
(pm1-time at 4 days per fo11night) English teacher. In August of 1998 until July of 
1999 Andrea was given a temporm-y engagement at another high school at .6 (part-
time at six days per fortnight). Dming that time her .6 time was increased to full-
time with the difference in time being used by the school for internal relief. Andrea 
was assessed for the first time whilst teaching in her first yem· and received a 
Suitability 2 Rating. In July of 1999 Andrea was offered and accepted a full-time 
permanent position at that school. In October of 1999 Andrea was transferred to a 
neighbouring school as a permanent employee of Education Queensland to teach 
Dance full-time. 
During the course of the interview, it seemed that Andrea was tr-ying to please the 
researcher in her responses. Her opening comments (not recorded), when she 
acknowledged that the researcher was a Deputy Principal at a state secondm-y school, 
was that she better be on her best behaviour. She was a little concerned that the 
contents of the interview would be used 'against her'. Despite the ethical assurances 
given on the conduct of such research (refer Appendix 10), Andrea remained hesitant 
and cautious during the interview. A number of times she answered yes to a question 
but was not able to elaborate. 
Laura Holmes 
Laura was interviewed on 16 October 1999 at her parents' home. She had been 
contacted two weeks prior to the interview at which time the questions, information 
package and consent form was sent. Laura was 24 years of age, was not manied, had 
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no children and currently resided with her parents. In 1996 Laura completed her 
Bachelor of Education Secondary at Gliffith University and was qualified to teach 
Senior English and Geography/Social Science. Laura received a Suitability 3 Rating. 
In the first month of Term 1 1997 Laura completed supply work at vmious schools. 
In Semester 1 1997 from March to June, Laura was offered a temporary engagement 
at a high school at .6 (pmt-time 6 days per fmtnight) working Tuesday, Thursday and 
Fliday teaching one regular class with the remaining in the Learning Support Unit, 
cateling for students with lem·ning difficulties and disabilities. Monday and 
Wednesday were filled doing supply teaching. In July of 1999 she was offered a 
full-time temporary engagement teaching English and Geography at the same school. 
She replaced two teachers working together part-time. Laura had been offered and 
accepted a permanent position at a neighboming high school for the commencement 
of the following yem· (1998) teaching English and Geography. 
Laura was confident in her teaching ability despite the Suitability 3 Rating and 
believed that she would eventually gain permanent employment status with 
Education Queensland. After being reassessed she received a Suitability 1 Rating. 
She was a supporter of the students in the local area near the school and the public 
education system. She had a good working knowledge of Education Queensland's 
policies as they related to her situation and was pro-active in obtaining information. 
Chlis White 
Chlis was interviewed on the 6 December 1999 at the researcher's school. He was 
the only beginning teacher who declined to be interviewed at his home. The 
questions were distlibuted plior to the interview. A week or so after the interview 
Chlis sent a separate sheet of additional responses to the interview questions. Chlis 
was 25 years of age, was marlied, and had no children. In 1996 Chlis completed his 
Bachelor of Education at Gliffith University and was qualified to teacher Drama and 
Social Science. Chlis received a Suitability 2 Rating. 
In Term 2, 1997 Chlis was appointed to Mm·kin State High School to teach Drama 
and English. He was a replacement for a teacher who had taken maternity leave. The 
147 
temporary engagement was for that term only, but was extended to the end of that 
year. Chris requested to be reassessed and was awarded a Suitability 1 Rating. 
Dming Term 4, Chris was offered a permanent position at both Markin State High 
School and Allora Heights State High School. He chose the latter. 
Chris became involved in a range of extra curricula activities to promote his profile 
within the school. Like Ruby, he was confident and pro-active in his pursuit of 
permanency whilst displaying a cynicism about some of the policies and procedures 
of Education Queensland. 
Use of Education Queensland Documents 
Documents from Education Queensland were used in the formulation of the 
questions for the interviews. In addition, each participant was asked about their 
knowledge of selected documents from Education Queensland, the degree to which 
they had used these documents, and their knowledge and perceptions of the policies 
contained within those documents. These documents included: 
1. Temporary Teacher Engagement - Human Resources Workforce 
Management Guidelines (January 1998). 
2. Teacher Transfer Guidelines - Human Resource Workforce Management 
Guidelines (January 1999). 
3. Conditions of Employment of Temporary Teachers - Education 
Queensland (September 1997). 
4. Human Resources HR-01/4 Temporary Teachers: Recruitment and 
Selection, Department of Education Manual (1994 ). 
5. Human Resources HR-04/3 Employee Induction: Performance 
Management, Department of Education Manual (1995). 
6. Human Resources HR-04/1 Management of Unsatisfactory Performance-
Teacher, Department of Education Manual (1993/5). 
The first two documents listed above were updated versions of existing documents 
taken from the Education Queensland Intranet site. The remaining four documents 
listed were in the fmmat used by Education Queensland P.ersonnel, including the 
participants in the study reported in this thesis, during the period 1996-1998. 
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The first document 'Temporary Teacher Engagement- Human Resources Workforce 
Management Guidelines (January 1998)' is an updated version of the fourth 
document listed 'Human Resources HR-0114 Temporary Teachers: Recruitment and 
Selection, Department of Education Manual' which was compiled in 1994. It is worth 
pausing to consider the similarities and differences between these two documents. 
The 1998 document reflected recent organisational, structural and policy changes 
within Education Queensland. The document contained a statement concerning the 
commitment to the maximisation of permanent employment, the teacher's entitlement 
to summer vacation payments, and the teacher being advised of a reason for the 
termination of a temporary engagement together with an opportunity to respond. 
The earlier document did not contain such references, but it did include statements 
that 'the start and end dates of temporary engagements should not be contrived to 
avoid payment of the vacation period' and that 'it is not necessary to employ 
temporary teachers for the full school term. For example, if a temporary teacher is 
teaching years 10-12, the engagement must cease before the end of the fourth term' 
(Department of Education Manual, 1994:HR-Ol/4). These statements represented 
examples of very specific operational Education Queensland procedures. On balance 
the 1998 document was more sophisticated in its content and presentation and 
showed a greater refinement in the policy for the working conditions for temporary 
teachers. 
The beginning teachers had some knowledge of the document 'Conditions of 
Employment of Temporary Teachers- Education Queensland (September 1997)', the 
contents of which were taken from 'Human Resources HR-01/4 Temporary Teachers: 
Recruitment and Selection, Department of Education Manual' but very limited 
knowledge of the other Education Queensland documents. Liam Hamilton and Greg 
Myers had a good working knowledge of the Education Queensland documents, 
Allan Well, Deputy Principal, had used some of the documents and the Heads of 
Department had limited knowledge. Thus the interview questions relating to the use 
of the documents became a little redundant for two of the groups of participants. 
Their knowledge of the policies contained within the documents was reduced to their 
opinions about those policies rather than knowledge of them. 
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However, the inclusion of the policy information from the Education Queensland 
documents within the interview questions did generate some discussion. This proved 
to be successful since the pmticipants were able to provide adequate examples of 
personal and professional experiences. The discussion ranged from disbelief about 
the content to an acknowledgment that Education Queensland needed to publicise the 
contents to a fm· greater degree. The implications of the lack of knowledge of 
pmticular policies of Education Queensland policy by the beginning teachers on 
temporm-y engagement and the school administrator group will be analysed in more 
detail in the Chapter 7. 
Summary 
In the main the intended research design outlined in the previous chapter matched 
well with the enacted design. The trial of the interview questions proved to be useful 
in adding quite significant categ01ies of questions for the beginning teacher 
participants. The changes made to the selection of participants during the course of 
the study did not detract from the overall research design. Indeed these refinements 
added richness to the data collected. The main discrepancy between the intended and 
enacted design was the significance placed in the intended research design on the 
usefulness of Education Queensland documents to provide a source of data. As stated 
previously there was vmied knowledge by the participants of these documents. Thus, 
the changes to the research methods and more specifically the research design have 
been acknowledged, elaborated upon and justified. The next two chapters will form 
the basis for the detailed analysis of the data collected for the study. 
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CHAPTER SIX 
DATA ANALYSIS: 
THE PEOPLE AND PERSONAL DIMENSION 
Chapters 6 and 7 present the findings of this study together with an analysis of those 
findings. Overall, seven themes emerged from the data sources, that is, the interviews 
and the documents. These themes are aligned to the Beginning Temporary Teacher 
Theoretical Framework (see Figure 3.2) originally developed from a series of 
emerging conceptual issues. It will be recalled that these issues were: (a) the degree 
of connectedness between temporary employment and permanency, organisational 
policy and practice, teaching as a job and a profession, and organisation and 
individual need; (b) distinctions between permanent and temporary employees in 
relation to organisational policy, working conditions, and access to and use of 
induction; (c) the precariousness and negativity associated with temporary 
employment; (d) the partial representation of the beginning temporary teacher 
experience and the potential to broaden the context; and (e) the beginning teacher 's 
need for job security. Where appropriate these issues will be considered as the 
themes are identified and analysed. 
This chapter will concentrate on the three themes that relate more to the 'people and 
personal' dimension of the experiences of the beginning teachers. These three themes 
relate to the concepts within the theoretical framework that deal with the personal 
and professional experience of a beginning teacher in a school, and the journey from 
temporary employment to permanency. The next chapter will concentrate on the four 
themes that relate to the 'paper and policy' dimension. These four themes are 
associated with the framework's concepts that deal with contact with Education 
Queensland, the Queensland Teachers' Union and the Board of Teacher Registration 
through their policy and practices, together with supporting the professional and 
occupational needs of the beginning temporary teacher. 
Within this chapter, the first theme merges the ideas on becoming a teacher, the 
realities of the job and the professional plans for the future. 'Being on a Temporary 
Engagement' is the heading used for theme two and it uncovers the specific 
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experiences of the beginning teachers on temporary engagement. The third theme 
explores the four beginning teachers' experiences with 'Gaining Permanency with 
Education Queensland'. 
Each theme appears in three inter-related parts. The first part presents a summary of 
the questions asked of the pruticipants. The second prut captures the pertinent 
responses of the participants through verbatim quotes, and or paraphrasing the 
conversation. The third prut analyses their responses in a search for patterns or 
recurring concepts. The concepts emerged from the participants' perspectives, the 
research literature, the researcher's own professional knowledge and Education 
Queensland documents. These concepts were then developed into a conceptual 
framework that underpins Chapter 8. 
The Decision to Become a Teacher 
The four beginning teachers were asked why they had become a teacher and whether 
being on temporary engagement and the realities of the job had affected their 
satisfaction with that decision. 
Becoming a Teacher and Temporary Employment 
The responses of the four beginning teachers fitted well within the two categories 
identified by Snyder, Doerr and Pastor (1995) in their study of why individuals 
choose to become teachers. It will be recalled from Chapter 2 that the two categories 
were firstly to do with salary, benefits, job security and work schedule, and secondly 
to do with working with young people, making a difference and enjoying teaching. 
Laura and Ruby chose teaching for reasons of the enjoyment of their subject areas 
and teaching students. Andrea and Chris valued teaching in terms of job security 
and regular income. 
As a mature aged graduate and beginning teacher, Ruby's reasons for entering the 
teaching profession were consistent with those identified by Hart and Murphy 
( 1990), that is, for reasons of nurturing and promoting the growth of children rather 
than for reasons of job security (see Chapter 2). Her motivation for becoming a 
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secondary Mathematics and Commerce teacher was that she "liked teenagers,, and 
that she herself had ,,experienced a lot of success,, in Mathematics. Ruby's 
experience of success in her chosen subject area is consistent with the findings 
reported in the literature review. Whitehead, Preece and Maughan (1999) stated that 
a main reason, cited by mature aged graduates, for becoming a teacher was 
enjoyment of their respective subject discipline. 
Laura too chose teaching because she thought she would be good at teaching, 
explaining things to others and had enjoyed English and Geography at high school. 
The effect of being on temporary engagements on this decision was minimal since 
she '\vmued to be a teacher the whole way through,,. She quite enjoyed her first year 
- the school, the students and the staff and commented that the whole experience of 
being on temporary engagement was a ,,good experience,,. When probed for further 
detail, Laura acknowledged that it was the supportive staff in the school and the 
longer length of the temporary engagement that made the difference between it 
being a good experience and being a "nightmare". 
Although acknowledging that teaching was a positive expenence, Laura did cite 
concerns with the 'temporary' working conditions associated with her Suitability 
Rating, teacher shortages and offers of permanent employment. Laura had also 
completed some supply work and admitted that this was a stressful way to begin her 
career in teaching and "got out of that as soon as I could". Her description below 
depicts her general impression of other teachers on temporary engagement, rather 
than her personal experience. She said: 
the main thing would be that you often get the worst view of teaching straight 
up. Um ... because if you are in a bad sort of situation where it wasn ,t very 
supportive, the kids trying you out, you ,re new to teaching, each school 
approaches the subjects differently, different content ... plan things differently, 
have different procedures ... a lot to contend with. Um ... I think you would 
see the worst of teaching (Laura 16110/99 ). 
Laura's more positive personal experience is in contrast with the three other 
beginning teachers' accounts. Ruby's reaction to the impact of being on temporary 
engagements on her decision to be a teacher was: 
153 
it probably e1nbittered me a lot earlier than I should have been. It made me 
cynical, I guess. You know the Education Department for a start, it's being 
used and abused on contract. You're a 'filler' and they don't care what you 
do after you've done your bit. 
And later, 
no, I didn't realise lu:w hard it was going to be to be a teacher, wn ... no I 
definitely wouldn't have done it if somebody would have told me I was going 
tQ spend, you know, those first couple ofyears on contract (Ruby 13110/99). 
When asked if the attainment of permanent employee status had made a difference, 
Ruby said: 
... satisfaction, yeah. Self satisfaction, big time. Unz ... because you're mine. 
I'nz no longer Mister So and So's fill in, you're my class, and you'll do my 
thing. So I get all the 'goods' and the 'bads' that go along with that. But that 
is satisfying, even the bad stuff. It is ... you know, it's an ownership. And I 
have an ownership of my school, I have an ownership of my desk, I have a 
role, I can expand that role if I see fit, wn ... yeah, I am one of the nwm.bers of 
staff. .. (Ruby 13110199). 
The most salient feature to emerge from this data extract was the positive impact that 
permanency had on Ruby's sense of job satisfaction, ownership and sense of 
belonging to a school and the school community. She added that she could contribute 
as a staff member without it seeming like she's "sucking up to get a permanent job", 
and that she enjoyed the regular income. Ruby had completed one day of supply 
teaching in between temporary engagements. When asked if she had considered 
doing supply teaching in the first term whilst unemployed she replied "no, um ... I 
thought about it and I thought, no, that's not how I want to start teaching. That's a 
wrong way of starting". In making that decision, Ruby recollected the poor treatment 
of supply teachers by students when she was a student at high school. In addition, 
she did not feel pressured financially to work since she was still employed with her 
two part-time jobs. 
Andrea was originally going to pursue a Fine Alts Degree but was persuaded by her 
mother to go into teaching because "it provides you with a more stable career and 
more stable money at the end of the day". However, she described herself as being 
committed once she had decided to be a teacher. Andrea said that being on 
temporary engagements "puts you off" because of the moving around, the inability to 
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settle and the uncertainty of not knowing what you are doing. On the topic of supply 
teaching, Andrea said it was good in that there was no preparation at home to be 
done and it helped her in the area of student 'discipline', made her more flexible and 
able to cope better with new situations. Nonetheless, her overall reaction to being a 
supply teacher was "chaos, you never !mow where you are going, what you are doing 
(and) teachers never leave adequate work". She equated supply teaching with being 
on temporary engagement, with the latter being "much worse", because of the 
frequency of changing 'contracts', changes in expectations, and the uncertainty of 
work to be completed. 
Chris had miginally wanted to do the 'acting' strand at university, but chose Drama 
teaching because "it's a secure job and has a regular pay cheque". Chris admitted 
that he did not know what the realities of the job might entail and that if he had 
talked to those University Drama students who had dropped out in their first or 
second year, he could have been convinced to drop out or change to another course. 
He also admitted that if his first temporary engagement had only been for a term 
rather than three terms, he would have only worked the "bare minimum", and that as 
a permanent employee he ascettained that he was working his "guts out". 
The interviews revealed that in retrospect being on temporary engagement combined 
with the realities of the job called into question their decision to become a teacher. 
The most adversely affected by being on temporary engagement were Andrea and 
Ruby who vividly described their negative personal experiences. The least affected 
were Laura and Chris for reasons of suppmt and continuity within the one school 
over a substantial period of time. Both Chris and Ruby intimated that if they had 
known about the realities of being a teacher or being a teacher on temporary 
engagement they would have sought alternative employment. 
In general terms, none of the four beginning teachers viewed starting a career 
on temporary engagement as the ideal. All of the beginning teachers commented 
on the poor working conditions associated with their temporary engagements and 
suggested that these conditions affected their decision to become and or remain a 
teacher. Chris referred to the time length of temporary engagements and job security, 
Andrea the uncertainty surrounding her work and coping with change, while Ruby 
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cited job satisfaction, ownership, her sense of belonging, and stability of income. 
Even Laura with her positive outlook spoke of the detrimental effect of frequently 
having to change schools. Permanency was considered by Clnis, Ruby and Laura to 
be their preferred employment option. Supply teaching was used as another example 
of temporary employment. Three of the four beginning teachers who had undertaken 
supply teaching did not consider it as a long term employment option, nor did they 
class it as an ideal way to strut their teaching cru·eer. 
These accounts sit well with the report completed by the Senate Employment, 
Education and Training References Committee (1998) which listed the problems 
associated with the casualisation of the teaching workforce and highlighted the 
vulnerability of the beginning teacher. Ruby and Laura's view that temporary 
engagements ru·e not a good introduction to a cru·eer for a beginning teacher are 
supp011ed in the findings of the aforementioned report. Ruby's contention of being 
'used and abused' echoes the findings of Me William and Kirk (1993) who referred to 
the underclass of inexperienced teachers being used to 'plug the gaps' in teaching. 
Laura and Chris's comment about the length of a temporary engagement is also 
echoed by Draper, Fraser, Raab and Taylor (1997) who stated that probationers rated 
their employment experiences being of higher quality whilst on longer term contracts 
and of poorer quality whilst on short term contracts. 
Concerns with the poor working conditions inherent in temporary employment are 
raised by a number of researchers. Bryson (1999) listed poor job satisfaction and 
insecurity as negative components associated with the increasing trend towards 
'contract research' in higher education. Draper, Fraser, Raab and Taylor (1997) listed 
as disadvantages a reduction in a beginning teacher's sense of belonging, a lack of 
continuity and financial stability, and feelings of being unsettled and uncertain. 
Whitehead, Preece and Maughin (1999) emphasise insecurity and stress as concerns 
with temporary employment. Not only are the beginning teachers' experiences 
consistent with this research, but also more importantly, they begin to highlight the 
negative personal impact of temporary employment. It will be recalled that Batten, 
Griffin and Ainley ( 1991) suggested that poor working conditions had a negative 
influence on teacher morale, and may ultimately impact on an individual's decision 
to remain a teacher. 
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The next section deals more comprehensively with their decision to remain a teacher 
with Education Queensland and their professional plans for the future. 
Professional Plans for the Future 
Three of the four beginning teachers, Chris, Ruby and Andrea, had expressed 
an intention to leave Education Queensland. Chlis and Ruby specifically spoke 
about leaving Education Queensland as the employing authmity, rather than the 
profession of teaching. Andrea had considered leaving the profession of teaching, 
while Laura indicated that she would remain with Education Queensland. 
Chris said that he was currently applying for jobs in the non-government school 
sector. The reasons cited were: (a) the mismatch between his ability in the sound and 
lighting field and the under-utilisation of those skills, (b) the better standard of 
resources found in non-government schools, (c) fewer student behaviour 
management problems, (d) more supportive parents, and finally, (e) the desire to 
teach students practising a particular religious faith. Ruby said that she would remain 
with Education Queensland in the short term but not in the long term. She wanted to 
teach but in another system and perhaps in the field of Adult Education, stating that 
her decision was influenced by her expeliences being on temporary engagement. 
She said that she did not owe the employing autholity Education Queensland 
anything: 
Researcher: Would you have left anyway? 
Ruby: Probably not, no. I'm a state school (person), I'm a "Send me out to a 
socially economic disadvantaged, culturally diverse school" ... I'm into all 
that sort of stuff. The rubbish that the Department keeps putting on us ... I 
think, "No, there's got to be a better system than this" ... (Ruby 13110199). 
Two crucial points can be made from this data extract. Firstly, Ruby claimed to be 
committed to teaching in the public education system, specifically to the egalitmian 
secular ethos of such a system. Secondly, she suggested that the temporary 
conditions of employment with Education Queensland deterred her commitment to 
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secondary schooling. She was seeking out other employment opportunities in other 
public sector depmtments. 
Even though Andrea had been made a permanent employee with Education 
Queensland, she was going to look for a job outside of teaching at the end of that 
year, partly because she stated that she had been stressed by being employed on 
temporary engagements. According to Andrea, the other factors supp01ting her 
decision to leave were: driving the long distances to and from the school, the stress 
and time demands of preparation, and the lack of resources left by previous teachers. 
However, in the interview she presented an undecided account commenting that: ''/ 
say I'm going to (go) but what's the bet that at the end of the tenn I have to stay". 
Laura indicated that she would remain with Education Queensland because she got 
''permanency". She stated that there was enough scope within teaching as a job for 
her to remain. Scope for Laura was defined as: variation in schools, groups of 
students, yem· levels, classroom events, and subject disciplines. Perhaps, one 
interpretation is that her positive experiences on temporary engagement consolidated 
rather than undermined her decision to remain with Education Queensland. 
Andrea's articulated desire to leave teaching is more in keeping with the resem·ch of 
Weiss (1999) whose contention is that poor workplace conditions set up first year 
teachers to fail and thus will result in their leaving the profession. Batten, Griffin and 
Ainley ( 1991) also noted working conditions as a reason for Australian teachers 
leaving the profession within the first five years of teaching (see also Education 
Queensland, 2000a; Macdonald, 1999). On the other hand, Andrea's desire to leave 
seems to be at odds with the research of Maguire (1993) and Cole (1985). Maguire 
(1993) stated that the more investment in an employee's education and training the 
less likely an employee is to switch fields of employment. Cole ( 1985) stated that 
training and the first two to three years of teaching act as a form of investment and 
because of this, beginning teachers are less likely to leave. Investment and 
attachment were also considered by Krecker ( 1994) who related the level of 
investment to the degree of attachment to the organisation. Perhaps Andrea's initial 
ambivalence to choosing teaching as her preferred profession and her reasons of 
regular income and job security were tested by the working conditions of being on 
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temporary engagement. The result may have been that Andrea's level of investment 
in the profession was lessened and therefore her attachment to the organisation and 
profession weakened. 
The findings seem to indicate that Chris and Ruby have separated 'teaching as 
their preferred profession' from 'Education Queensland as their preferred 
employing authority'. Neither indicated that they wished to leave the profession, 
but both indicated their desire to leave Education Queensland. Their descriptions of 
their teaching workload seemed to indicate a high level of investment of time and 
energy. However that investment and resultant attachment seems to be aligned more 
to teaching as a profession than to Education Queensland as an employing authority. 
Perhaps factors other than investment affected their decision to leave. Ruby stated 
that the working conditions associated with being on temporary engagement had 
overtly influenced her decision to leave Education Queensland. Clnis cited reasons 
for leaving Education Queensland that are more closely aligned with the working 
conditions of being a teacher with Education Queensland rather than conditions 
associated solely with his temporary status. In some ways these findings seem at 
odds with the research of Weiss (1999) and Batten, Griffin and Ainley (1991) who 
cite poor working conditions as the reason for beginning teachers leaving. Chris and 
Ruby's decision to remain in teaching is more in keeping with the analogy of 
investment espoused by Cole (1985) Maguire (1993) and Krecker (1994). One 
interpretation for them is that there is an occupational investment and attachment, 
rather than an organisational investment and attachment. 
Ruby and Laura provided an interview account that related their career choice to the 
realities of the job and to their decisions for the future. Both Ruby and Laura stated 
that they wished to remain in the teaching profession. Perhaps Ruby's initial reason 
for becoming a teacher, that is, enjoyment of subject and children, partially sustained 
her through her self disclosed ordeal of temporary employment. She still wished to 
remain a teacher but not necessarily a teacher with Education Queensland. Even 
though Chris and Andrea had reached their objectives of job security and regular 
income they were contemplating leaving Education Queensland. Perhaps reaching 
these types of objectives and their experiences on temporary engagement were not 
able to sustain and motivate them sufficiently to remain. 
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In conclusion, being on a temporary engagement was desclibed by all of the 
beginning teachers in less than favourable terms. It did not seem to greatly influence 
the decision of Chlis to leave Education Queensland but did influence Andrea and 
Ruby's decision. As of January 2001, Chlis, Ruby and Laura were still permanent 
employees of Education Queensland and had remained at the schools in which they 
had gained permanency. Ruby, on Maternity Leave until May 2002, is "in no hurry 
to return" to teaching. Andrea had resigned on 2 June 2000 citing "dissatisfaction" as 
her reason for resigning. Thus, Chlis was the only beginning teacher who had not 
reached his intended objective about leaving Education Queensland. 
The next section deals more specifically with beginning teacher expeliences of being 
on temporary engagement. 
Being on Temporary Engagement - The Personal and Professional Impact 
The theme of impact emerged from the interviews and was differentiated into 
personal and professional impact. The areas of personal impact included: differential 
treatment, the satisfaction of personal needs and commitment, and relationships. The 
areas of professional impact included: the pedagogical concerns of student learning 
outcomes, classroom behaviour management, teaching performance, and cumculum 
delivery. 
Differential Treatment 
Three interview participants, Chlis, Ruby and Laura provided examples of 
differential treatment, which they believed was as a direct result of their temporary 
employment status. Laura's examples tended to be more positive, that is, being given 
a better timetable and teaching senior classes. Even her 'negative' examples of the 
loss of sick-leave pay and the lack of supervision of her teaching were not seen to 
impact greatly. On the other hand, both Chlis and Ruby had expelienced differential 
and negative treatment as a result of their temporary employment status. The clitical 
issues for Chlis were the acceptance by other staff of .teachers on temporary 
engagement and the unfair treatment received from his Head of Department. For 
160 
Ruby the issues related to fair and equitable u·eatment and different expectations for 
teachers on temporary engagement. 
Laura stated that teachers on temporary engagement were not treated any differently 
at her school. However she did admit that a permanent beginning teacher on 
probation did have more contact with the Head of Department through checking of 
lesson preparation and planning and observation of classes. She recalls: 
the difference was, the ones that were on contract we didn't have people 
coming in all the time. The girl, there was one in particular that I !mew was 
on probation. They were in her room and stuff all the time because of her 
probationmy status ... but I think that was the only difference. Like in the 
amount of support that we could have got if we needed it would have been the 
same. I was lucky our staffroom was ve1y supportive, like any problems or 
anything that I had I could just ask (Laura I6/10/99). 
Even though supervision and observation of her teaching were not deemed to be of 
impmtance by Laura, documentation from Education Queensland (Department of 
Education Manual, 1994:HR-0114) and the Board of Teacher Registration (Board of 
Teacher Registration, 1991) suggest that regardless of employment status some form 
of professional development, induction and support be offered. 
Laura was able to cite another difference between being on temporary engagement 
and being permanent in relation to payment when sick. Experiencing illness in her 
first year, she required time off, and lost pay after the first two days of illness. A 
teacher appointed as a permanent employee is given ten days sick-leave in advance 
in their first year of teaching after which they accrue further sick-leave (Education 
Queensland, 2000e). A teacher appointed on a temporary engagement merely 
accrues days of sick-leave entitlement at approximately the rate of one day per month 
from the commencement of their temporary engagement (Education Queensland, 
2000d). This difference in entitlement represents an example of eroding some sense 
of security associated with a regular income, particularly since many beginning 
teachers from the researcher's experience suffer illness in the first year of teaching. 
Chris willingly accepted in his position as a temporary teacher at Markin State High 
School but made an interesting observation about staff inclusion: 
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the staff embrace you or they push you out. And I was lucky that I was 
embraced and because I was embraced, I got an 51 (Suitability 1 Rating), 
which led to a permanent job. But if they push you out ... forget it (Chris 
06/12/99). 
He recalled a different account of acceptance in his witnessing the experience of 
another beginning teacher, Steven, rated with a Suitability 2 Rating, who came to the 
school later in the year. According to Chris, Steven was not enjoying the experience 
and felt quite excluded by the whole school culture, by the staffroom, by some other 
staff and by the students. Chris argued the exclusion was not justified since he had 
known Steven while doing a practicuum together. Chris recounted: "I would have 
rated him as a better Dranw teacher than myself and yet he was chased out and they 
tried to keep me". The reason for this exclusion, according to Clnis, was ''to do with 
his sexuality. He was gay and he cam£ across as being quite gay". Even though 
Steven's story is anecdotal rather than the first hand experience of Chris, the 
perceived impact of this story on Chris compelled this researcher to retain and 
comment upon it. The most significant aspect in this nanative was the precariousness 
of Steven's situation in the school because of the combination of his lower Suitability 
Rating, his untenured position and the treatment received from school-based 
personnel. As a result, Steven was not encouraged to strive for a reassessment to a 
higher Suitability Rating and was not encouraged to strive for permanency within the 
school when a vacancy became known. The impact of these factors on Steven's 
future job prospects within the school and indeed within Education Queensland 
would under these circumstances not be fully realised. 
In the interview, Chris said that teachers on temporary engagement needed to be 
aware of their rights as workers with regard to harassment and discrimination. This 
led to an illustration of a form of harassment, and Chris's inability to act in a way he 
would have wished. 
Chris: My Peiforming Arts HOD in the musical, in the heat of the moment, 
umm ... said a few words which I was really taken aback by ... 
Researcher: To you? 
Chris: Yes to me. Um ... and I really didn't know what to do with it. I didn't 
have the courage to confront him and say, "That was really off key to say 
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that". Um ... Because, you know there's a whole power thing there and at the 
time he, he was still rooting for my Sl and that sort of thing ... 
Researcher: What did he say? 
Chris: It was during the school musical and we all had head-sets. He was on 
head-sets, we were all on head-sets including some students. And he was 
using some inappropriate language with students on head-sets. So that was 
the first thing I had a problem with. Not so much other staff hearing because 
I've worked in theatres and used that language myself, but for students to be 
hearing it. And, and also I made an error and he really gruffly said " Oh, 
come on Chris, get your act together". And it doesn't sound that much to say 
it now, but at the time it was something that really affected me. There was 
another staff member who had done something on stage and he said 
s01nething siTnilar to him (Chris 06/12/99 ). 
The most salient point to be made from this data extract was the claim of an 
untenured beginning teacher to seek recompense for an apparent injustice. Chris 
admitted to 'whingeing' to a few teachers in the staffroom knowing, accepting and 
expecting that nothing would be done. He was unsure of the process he could use to 
address the issue and was reluctant to confront the Head of Department. The reason 
for the reluctance according to Chris was that "without his (Head of Department) 
support my contract would have been cancelled". Although Chris had stated earlier 
that he did not fear that his temporary engagement would be terminated, he 
contradicted himself with this specific example. It would seem that the tenuous 
nature of his temporary employment status, and the potential impact on his future 
employment prospects, were perceived as reasons for not seeking redress. 
Ruby said that the expectations from other staff were different for teachers on 
temporary engagement and cited the example of her staying behind after school to 
attend the parent teacher interview night after having only been in the school three 
weeks. The comments from other staff were that "you're a contract teacher, you 
don't need to be here" and that a permanent employee who had been there for a 
similar time would have been expected to attend. However, "schools don't really 
expect much from contract teachers" was Ruby's overall account of the situation. In 
this regard, it is worthy noting her description of the arrangements made for a desk 
for her in the staffroom. 
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Ruby: At one school I wasn't given a desk. I had a box underneath the lunch 
table. 
Researcher: Why didn't you get the desk of the person you replaced? 
Ruby: Because that person was a Head of Department who moved up to the 
office and so he didn't clear his desk. There was no room spare for me 
because basically he was still off teaching one class, and so he wasn't too far 
front his table .... I definitely didn't feel like I was part of the staff there but I 
didn't at that school anyway. Um ... yeah ... stuck in the comer. 
Researcher: Didn't any of the other staff say anything? 
Ruby: Yeah, they did but there was no, there wasn't any actual any more 
room in the staffroOTn. It was a matter of it would have been physically 
impossible to shove me. That's what they do for their student teachers. That's 
what they do for their contract teachers (Ruby 13/10199). 
The crucial point to be made here is provided by Ruby's interview account equating 
her temporary employment with that of a student teacher, and that this status was 
below that of pe1manent teachers within that school, evidenced by the treatment by 
other staff in the allocation of 'desk' space. 
These differing expectations of temporary teachers were reinforced by Robert Rose, 
Head of Department, who admitted that "you tend to look at people on contract 
slightly differently to permanent people". His reasoning centred around the argument 
that these teachers were contracted to do a particular job, and if they failed to do the 
job and it impacted negatively on student learning outcomes or in developing 
relationships then "it's easier to cancel a contract" and "it's an option that we should 
not hesitate to take". Although he made this point rather strongly, he said he had 
never used the option. In this case, the use of termination rather than remedial action 
to address performance issues was being advocated. Indeed such a statement is in 
violation of the contents of Education Queensland's policy on Temporary Teachers 
(Department of Education Manual, 1994:HR-01/4) which states that remedial 
support and professional development should be offered to address performance 
issues. This point will be taken up in a later section. In addition, Robert Rose, Head 
of Department, did not comment on whether a permanent employee is 'contracted' to 
do a job and what the consequences were if they failed to complete that job. 
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From the examples listed above, differential treatment in the main indicated 
'less', less in terms of access to support, sick-leave entitlement, acceptance and 
treatment by other staff, avenues of redress and expectations of others. The 
perception of 'difference' and 'less-than' was not only strongly supported by the 
beginning teacher participants, but was reinforced by the comments of a classified 
officer charged with the responsibility of supporting personnel inespective of 
employment status. The evidence cited above can only contribute to some of the 
beginning teachers' negative impressions of being on temporary engagement. These 
findings suppmt Bourke's (1993) study of casual teachers' feelings of being 
undervalued, being less 'better off and more vulnerable to injustices than their 
permanent counterparts. 
In addition there seems to be little means of accessing a process for redressing the 
inequities in the differential treatment. The only action taken by the beginning 
teacher was to tolerate and accept the injustices. Overall, there does seem to be a 
general 'tardiness' in the treatment and management of these beginning teachers 
because of their temporary employment status. They are quite vulnerable since they 
lack the security associated with tenure and the positional power within the school to 
enact change. These findings are not markedly different from those reported in the 
literature review. It will be recalled that Loveys (1988) reported a lack of 
institutional support for supply and casual teachers, while Morrison (1999) made 
reference to their marginalisation and absence from an educational agenda. 
One specific area of differential treatment mentioned by all four of the 
beginning teachers was the non-receipt of Christmas holiday pay and the 
possibility of termination two weeks prior to the end of the year. According to 
the document 'Conditions of Employment of Temporary Teachers' (Refer Appendix 
3) teachers will be paid 'holiday pay' for the Easter, Winter and Spring vacation 
periods if their employment spans these vacations. For the 'mid-summer vacation' 
'temporary teachers, who are employed for a full school year and are then re-
employed from the first day of the following school year, may qualify for payment of 
the mid-summer vacation' (p.2). None of the beginning teachers qualified for the 
mid-summer vacation payment because their initial employment started after the 
commencement of the school year. 
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Andrea desclibed the situation when she realised that she was not going to receive 
the six-week Chlistmas holiday pay in her first year as "I was so annoyed, and I 
struggled all through Christmas". She said that she ''found out the hard way through 
my bank balance being zero". Chlis, Ruby and Laura all knew that at the end of their 
first year they would only receive part loading for the Clnistmas holiday peliod. 
Ruby, to compensate for the loss of income over the Chlistmas holiday, maintained 
two part-time jobs dming all of her temporary engagements to ensure that her 
personal financial commitments were being met. Laura worked in a 'toy shop' for the 
holiday peliod. Alternative and additional vacation employment was acknowledged 
by the Senate Employment, Education and Training References Committee (1998) as 
being one of the disadvantages associated with temporary employment. 
A further inseculity arose from the fear of being terminated two weeks plior to the 
end of their first year of teaching. In the policy statement 'Temporary Teachers -
Recruitment and Selection' (Department of Education Manual, 1994:HR:Ol/4) 
reference is made to the acceptable termination of temporary engagements two 
weeks plior to the end of a year. Liam Hamilton, Senior Personnel Officer, argued 
that it was difficult to justify their employment for those two weeks when there was a 
significant reduction in the number of secondary students attending school at that 
time. 
The other participants held different views. For example, Chris said that he argued 
quite ardently to the administration in the school to work for those last two weeks of 
that first year. His argument was based on the fact that he had been the longest 
standing teacher on a temporary engagement cunently at the school. As a result 
Chlis, a Drama teacher, "had to teach Gennanfor the last two weeks" and "because I 
was employed for the first day the following year, I um ... received part holiday pay". 
In support, Robert Rose, Head of Department, refened to the termination of the 
temporary engagement two weeks plior to the end of a year as a "Scrooge McDuck 
type of approach". He indicated that Education Queensland seemed to think that "two 
weeks to go schools can just shut down, which is a totally false impression and you 
can do without staff because classes have left ... ". 
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While the policy for the Queensland Teachers' Union, is according to Greg Myers, 
"permanent appointment for all positions", he stated that the c1itical element in the 
use of temporary engagement by Education Queensland was the relative costs and 
savings. Apart from the savings as a result of not paying Christmas holiday pay, 
Greg Myers said there were the additional savings associated with paying salmies 'on 
costs'. The 'on costs' of sick-leave, superannuation, recreational leave associated with 
temporm·y employment were less than those allocated to permanent employees. 
All four of the beginning teachers did not have their temporary engagement 
terminated prior to the end of their first year. However, having to advocate on 
behalf for one's employment, as Chris did, or merely wait to be informed about 
retention for those last two weeks merely adds to the uncertainty sunounding one's 
working conditions. Permanent beginning teachers are not subjected to the same 
conditions of uncertainty. For this latter group there is a high degree of certainty 
since they have no fear of their employment being terminated two weeks prior to the 
end of the year, and are secure in the knowledge that they will be employed at the 
beginning of the next yem·. 
Both Laura and Chris were awm·e that they had secured a permanent position with 
Education Queensland at the commencement of their second year. Ruby did not 
receive an offer of permanency until February of that second year and Andrea had to 
wait until the third te1m of the second year. Thus for Ruby and Andrea there was a 
degree of unce1tainty of employment and income associated with securing a 
temporary engagement for the commencement of their second yem·. Karen Jones, 
Head of Department, refened to that time as "six weeks of uncertainty", since any 
temporm·y engagement could be terminated at the commencement of a year for 
reasons of declining student enrolments compared to projections, changes in staffing 
mix requirements, and priority placement of permanent employees. 
The Satisfaction of Personal Needs and Commitment 
The beginning teachers were asked to comment on the impact that being on a 
temporary engagement had on the satisfaction of their personal needs of motivation, 
sense of being in control, sense of belonging, stress and anxiety levels, self-esteem 
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and confidence, and their sense of security. They were also asked to consider its 
impact on their commitment to Education Queensland, to a particular school, to 
groups of students and to teaching. Table 6 is a summary of their responses to 
questions pertaining to satisfaction of personal needs as a consequence of being on 
temporary engagement. 
Table 6 Satisfaction of Personal Needs 
Impact on ... Laura Chris Andrea Ruby 
1. Motivation 1 1 3 2 
2. Sense of Being in Control 2 2 4 2 
3. Sense of Belonging 1 4 2 2 
4. Stress and Anxiety 2 2 2 2 
5. Self-esteem 3 3 2 2 
6. Confidence 3 3 4 2 
7. Sense of Security 4 2 2 4 
Key: 
1 Positive hnpact 
2 Negative hnpact 
3 Neutral Response 
4 No Response 
The following is a synthesis of the responses from the beginning teachers. Overall, 
in terms of satisfaction of these needs, the beginning teachers described that 
their needs were being impacted upon in a negative way by being on temporary 
engagement. 
Increased stress level was a common characteristic mentioned to some degree by 
all four beginning teachers. This finding is consistent with that reported in the 
literature review. Palmer, Sinclair and Bailey (1996) recognised increased stress for 
temporary teachers in the pressure to find permanent positions, the pressure to 
impress employers and the lack of job stability. All four of the beginning teachers 
related their increased stress to job stability. The extreme cases were Andrea and 
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Ruby who directly linked their high level of stress with being on a temporary 
engagement. 
When Andrea was asked about how secure she felt in her work, she replied that she 
was "always insecure" and "always looking for acceptance and approval from other 
people". 
Researcher: How did you feel being on temporary engagement? 
Andrea: All I can think of is that when I was on tempormy engagement I felt 
like a rag doll, being pushed up against the wall. It's like "Throw you over 
here, throw you over here, throw you over here, throw you over there". They 
just do whatever they liked with you. I !mow you have the opportunity to say 
"No", but the reality is you need the money and you have to sort of say "Yes", 
and just put up with the new circumstances, the new change ... It's horrible. 
I've had anxiety attacks and panic disorder things. I've been to a stress 
psychologist and all sorts of.. And with Michael going away in the Army it 
makes me worse (Andrea 15110199 ). 
Acknowledging Andrea's self confessed insecurity, the most significant point in this 
data extract was Andrea's concern with the frequency of having to start afresh in new 
situations and the high level of stress that resulted. Andrea added that she normally 
got these panic attacks a week or so before she started working in a new location and 
the feelings continued for the first five weeks into the job. She listed the symptoms 
as being unable to eat, having a headache, shaking, having a sore stomach and being 
in tears. She refened to being on temporary engagement as a "living nightmare". 
However, she admitted that this anxiety was exacerbated by her husband being 
posted to East Timor with the Australian Armed Forces. This scenario is an example 
of a conflict or tension outside of the work situation and was recognised by Feldman 
(1981) as potentially having a negative impact on an individual's work. Andrea's 
negative description of temporary work may have been produced by the interplay 
between these outside tensions and the actual conditions of her temporary work. 
Ruby was decisive when she said being on temporary engagement "burnt me out 
before I should have been burnt out" with all the "stopping and starting". These 
increased stress levels caused by multiple uncertain conditions were recognised in 
the study of Draper, Fraser, Raab and Taylor (1997). They contend that being a 
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probationer is stressful, and that the uncertainty of employment and income added to 
the existing stress experienced by beginning teachers. The examples provided by 
Ruby and Andrea lend support to their contention. Ruby admitted to having a greater 
sense of belonging at her current school where she was a permanent employee. She 
believed that this difference could be attributed to the certainty of employment and 
the increased length of time she had to develop relationships with students. In 
describing her work situation, Ruby said that she was "not in control" but that she 
influenced the degree of control through "my attitude and through what I actually 
personally did". She commented on her level of satisfaction: 
my level of satisfaction with what I was doing was reduced. With the 
contract, I could have got a lot more out of those contracts. I could have got 
a lot more out of being a beginning teacher if I wasn't chopping and 
changing. I would have been nwre satisfied (Ruby 13110/99 ). 
The responses provided by Chris and Laura to the questions pe11aining to the 
personal impact of being on temporary engagement were more subdued. Chris did 
not state that his self-esteem and confidence suffered. He described himself at as 
"accepting person", maintaining that he would have preferred not to have had to go 
through the process of temporary engagements but was "content with where I am 
now" and he was "feeling an intrinsic value or worth" in his work as a permanent 
teacher. Laura was not overly stressed by being on temporary engagement. She 
attributed her low stress levels to the fact that she was living at home and therefore 
being supported financially by her parents. 
For both Ruby and Andrea, a common feature was the high number of 
temporary engagements experienced within a short period of time. The situation 
was different for Chris and Laura who both remained within the one school for the 
three terms of their first year. The motivation of Laura, and Chris remained intact 
although for different reasons. They commented that they were motivated in part 
because they wanted permanency with Education Queensland. Laura stated she was 
motivated because she was there for most of the whole year, and admitted that if she 
had been there for just a term her motivation would have been "affected". Ruby again 
was the one beginning teacher who constructed an account of motivation markedly 
"lessened" as time progressed. 
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The responses of the four beginning teachers are permeated by perceptions of 
'uncertainty' and 'instability'. Uncertainty in starting teaching, in starting a new 
school, of a regular income, of the work situation were common threads in the 
participants' conversations. The impact of this uncertainty was manifested in 
decreased motivation and sense of belonging. An increase in levels of stress were 
most evident in Ruby and Andrea who had the most frequent number of 
temporary engagements and locations within that first year. 
The need for job security in the form of permanency was especially important for 
Laura, Chris and Ruby. Andrea was more concerned with some certainty of 
employment rather than petmanency. Thus, some sense of security in their 
employment was important for all the beginning teachers, and when not forthcoming 
manifested itself in a lessening of the satisfaction of personal needs. This need for 
security was confitmed by Allan Well, Deputy Principal, who noted that towards the 
end of a temporary engagement the teachers became "more interested in their own 
future and survival than finishing where they are". These findings do not depart 
significantly from the research literature which suggests that economic security and 
tenure are significant in terms of job satisfaction (see Bedeian, Ferris and Kacmar, 
1992; Bretz and Judge, 1994; Bryson, 1999; MacLean, 1992; Whitehead, Preece and 
Maughan, 1999). 
This next section deals with the beginning teachers' commentary on commitment. 
Each beginning teacher displayed differing levels of commitment to the various 
parts of the organisation. This is in keeping with the pluralist framework for 
commitment espoused by Cooper and Hartley (1991) and with Healy's (1999) 
differential model of commitment. In the case of Chris and Ruby their temporary 
status as teachers had an impact on commitment. For both, commitment was also 
related to the length of time in a particular setting. All four beginning teachers 
indicated commitment to the 'students', but three out of the four did not indicate a 
commitment to Education Queensland as the employing authority and to a particular 
school. 
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Laura admitted to not thinking highly of the organisation, Education Queensland, but 
stated she was committed to the students, the school and to teaching. Laura's 
commitment to teaching kept her going since she ''had worked really hard". Chris's 
commitment to a group of students at a particular school was affected by his being on 
temporary engagement. He suggested that he had difficulty developing a sense of 
pride in his contribution to the progress of a group of students over a longer peliod of 
time. For Chlis being on a temporary engagement meant that he saw a group of 
students "at most for the part of one year and into the next". 
Andrea was unsure of the impact temporary engagements had on her commitment to 
Education Queensland. In the following extract she reasoned that the temporary 
engagement produced a sense of obligation rather than commitment. 
I don't feel I am (committed) and yet on the other hand I must feel like I do 
because I haven't left teaching yet, have I? I must feel somewhat obligated 
because I must fear that when I leave them that's the finish ... 
And later, 
Department of Education ... Look I'm not conunitted to them, I'm obligated to 
then1, I think ... (Andrea 15110199 ). 
Andrea clearly stated that she was not committed to Bronte Park State High School, 
the school in which she spent most time on temporary engagement. She was unsure 
of her overall commitment to teaching but reported that she must be committed to the 
students "or why else would she go back" and "nothing else really matters in the 
finish". Ruby was not committed to Education Queensland because "they haven't 
treated me well". Both Ruby and Andrea indicated a commitment to people rather 
than to the school or organisation. 
It is significant to compare the comments made by the beginning teachers, who were 
temporary employees, with those made by Liam Hamilton, Senior Personnel Officer 
and the two Heads of Department who were permanent employees and had a long 
history of permanent employment with Education Queensland. The group of 
permanent employees indicated that commitment from the individual was 
related to job security. With the exception of Chris, there was no such 
connection made by the beginning teacher group. Even though this connection 
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was not articulated by the other beginning teachers there seemed to be a link 
between their attaining job security and the resultant changes in their levels of 
commitment to parts of the organisation. 
Although Karen Jones, Head of Depm1ment, acknowledged and approved of the use 
of temporary engagements she preferred the appointment of permanent employees 
because she stated temporm·y teachers can create more work: 
Researcher: What are your impressions of teachers on temporary 
engagement? 
Karen: ... unless you get a good one, a conunitted person. Some people on 
contract are not committed, there's a beginning and there's an end, there's no 
ownership, there's no knowledge of the school environment surrounding the 
policies and procedures and unless you get a good one sometilnes as a Head 
of Department you're workload is doubled (Karen Jones, Head of 
Department, 08/12/99). 
She was not in favour of filling a position with a "contract, after a contract, after a 
contract" because it did not "provide any security for your department". Robert 
Rose, Head of Department, reported that "the quality of the person coming in and 
how they take their job" was of greater significance than employment status. He 
added that permanent employees had security, ownership and a sense of belonging 
where as temporary teachers may not display commitment to the job because of the 
contract nature of their employment. 
Researcher: Do you think beginning teachers on tempormy engagement are 
comm)tted? 
Robert: Some think ... well I'm only on contract, therefore I don't need to give 
too much of a commitment. Or, I don't need to make myself available. I'm 
contracted to do this job from 8.30 to 3.30 and that's it, no more (Robert 
Rose, Head of Department, 08/12199). 
However, when probed about their recent experiences with beginning teachers on 
temporary engagement, the Heads of Department indicated that the temporary 
teacher's commitment was based more on circumstances and their personality 
rather than their employment status. 
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Liam Hamilton, Senior Personnel Officer, made a significant observation in 
commenting on teacher commitment and expectations in the 1990s. 
Researcher: "What are your impressions of tempormy teachers and their 
commitment to the organisation? 
Lex: There's an expectation of security for those people and that expectation 
of security is attached to the level of commitment. So that, if an organization 
indicates a professional trust in that person, saying "Yes, you are capable of 
being a teacher, yes, you're capable of doing a job in a classroom with kids", 
then that stimulates a level of commitment front the person being given that 
responsibility. And if you say to the person "We can't give you a permanent 
job but we can give you a year here or a couple of weeks here or a couple of 
months there", there's a commensurate reduction in the level of 
commitment by the teacher involved (Limn Hamilton, Senior Personnel 
Officer, 13/07/99 - emphasis added). 
He added that for permanent teachers there was an ownership of "my school" and 
that teachers on temporary engagement may not experience that level of ownership. 
Indeed Ruby talked of "my school" when she became a permanent employee. 
The most significant aspect of this data extract is the degree of comparability 
between views on commitment espoused by a permanent employee and those views 
and experiences espoused by temporary beginning teachers. The perspectives of the 
beginning teachers on commitment supported the ideas of Liam Hamilton, Senior 
Personnel Officer. The beginning teachers had established differential commitment 
to various parts of the organisation. According to the teachers they had not reduced 
their commitment to their students or teaching as a profession, with the exception of 
Chris who needed additional time with his students. Indeed Draper, Fraser, Raab and 
Taylor (1997) asserted that this short-termism associated with broken patterns of 
employment for probationers threatens organisational commitment. The findings 
presented here seem to reinforce such an assertion. There was a reduction in 
commitment to particular schools and to Education Queensland, which in turn 
may have manifested itself in the professional future plans of three of the 
beginning teachers who were considering leaving Education Queensland. 
The beginning teachers' descriptions about their lack of commitment to Education 
Queensland is illustrated by their impressions of the policy statement that "Education 
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Queensland is committed to the maximisation of permanent employment" (Education 
Queensland, 1998a:2). Ruby, Laura, Chris and Andrea all found it hard to see 
that Education Queensland was trying to maximise permanent employment. 
Laura said she had "seen both sides of it", especially when "you're one of them" and 
there were teachers still within the schools on temporary engagement. Andrea 
reported that the placement of teachers was more to do with a method to "save 
money". Ruby said that she was aware of the policy but "what I see on a day to day 
basis is different". Ch1is stated that he did not believe the contents of the policy. 
Researcher: Don't you believe Education Queensland's statement about 
maximising permanent employment? 
Chris: No and I still don't. The word, the word commitment is what I would 
query. I mean I'm sure that they are looking at maximising but I don't think 
there's a commitment. Commitment would involve resources and an 
allocation ofmore staffing officers perhaps. Um ... But I don't think there is a 
commitment to it (Chris 06112199 ). 
Education Queensland's statement was endorsed by Liam Hamilton, Senior 
Personnel Officer, who stated that in his district he was committed to offering 
permanency where possible and to keep temporary engagements to a bare minimum 
of 4% to 5%. Even though he stated that "we've got a deliberate policy of permanent 
graduate employnzent" there was a caveat that the offers were made to Suitability 1 
rated graduates. This statement offers little solace to the beginning teachers in this 
study whose original Suitability Rating was not a score of one. 
Relationships with Students, School-Based Personnel and Parents 
The four beginning teachers were asked to comment on the impact of being on 
temporary engagement to their relationships with student and school-based 
personnel. The positive responses related to being someone 'new' and different for 
the students and the impact of being actively involved in the school. The negative 
responses related to difficulties associated with: late entry into the school, student 
loyalties to a previous teacher, apprehension by other staff, an unsupportive 
administration, the impact of uncooperative temporary staff, the development of long 
term relationships, staffing stability and increased workloads within a school. The 
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four participants provided mixed responses to how their employment status affected 
their relationships with parents. 
Ruby recalled that staff at all but one of the schools had been pleased to welcome her 
since she represented "new blood" and they were keen to know her ideas and 
opinions. Similar findings emerged from a study undertaken by Draper, Fraser, Raab 
and Taylor's ( 1997) with probationers in Scotland. Allan Well, Deputy Plincipal, 
supported the notion that there were benefits of a good teacher on temporary 
engagement replacing a teacher whose relationship with students was not productive. 
At Markin State High School and by the end of his three term temporary engagement 
Chlis stated that he knew most of the staff and they knew him because he "was an 
active face in the school". 
The next category of responses related to the negative impact on relationships of 
being on temporary engagement. Chlis's commencement at the school part way 
through the year made for difficulties in establishing a good relationship with his 
students. He recalled that by the end of the year he had won over: 
a third of the students in sonze classes, definitely the year eleven Drama class 
and, and probably the vast majority of one of the grade year ten Drama 
classes (Chris 06112/99). 
Laura recounted that student behaviour and relationships had more to do with the 
student loyalty to a pruticular teacher and their newness to the school, than with their 
temporary status. At the same time, however, she did indicate that temporary 
engagements make it difficult for some teachers to develop a rapport with their 
students: 
the kids are quite loyal and they were set against him (temporary teacher) 
from the start, and 'cos he was only there for the five weeks and the kids knew 
I was coming back after five weeks. They won't do any work and they muck 
around ... (Laura 16/10/99 ). 
"He was only there for the five weeks" relates to the temporary status of her 
replacement, the negative impact of which may have been compounded by student 
loyalty to her. Ruby indicated that being on temporary engagement exacerbated the 
misbehaviour of students in that "they are going to try you out ten times more than 
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they try out any permanent teacher". Andrea had a similar experience. She said of 
the staff that they were "apprehensive, unsure of what you are like as a person", 
adding that she found the administration at Bronte Park State High School " very 
unsupportive and they make the job harder" with regard to behaviour management. 
However, the comment was made on behalf of all staff rather than just those teachers 
on temporary engagement. 
A second category of negative responses originated from the classified officers. 
Karen Jones, Head of Department, discussed the adverse impact on staff 
interpersonal relationships of a temporary beginning teacher who was not prepared to 
work cooperatively with other staff members and "one person can destroy or 
enhance a staff room, as far as relationships go, be that working or personal". Allan 
Well, Deputy Principal, commented on the long term impact for the school as a 
community of the use of too many teachers on temporary engagements. 
Researcher: What is the impact of having teachers on temporary engagement 
in your school? 
Allan: It takes away from a lot of the socialising roles of the school, because 
you don't have that continuity, and you don't have people who are there long 
enough to develop those longer term relationships with kids ... that are 
important for that social role of the school and are also important for the 
intellectual growth of kids because kids don't sometimes grow in a ten week 
or a six week term. They grow over two or three years ... (Allan Well, Deputy 
Principal, 18107/99 ). 
He added a different perspective when asked about the impact of temporary teachers 
on other staff. He noted that teachers and students both liked stability in staffing and: 
they don't like people going, particularly key people. Even if they go sick, 
they get stressed because of the disruption and the change and they get 
stressed because they have to pick up other roles .. .it's the change (Allan 
Well, Deputy Principal, 18107199). 
This indicates that it is not so much the stress caused by a new teacher coming into 
the faculty but rather the additional tasks required because of a staff member leaving. 
The newcomer may not even be aware of the internal rearrangements made prior to 
their entry into the school. However, for the administrators within the school there 
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may be extra work in terms of timetabling, monitoring of performance, student 
behaviour management, induction, and managing staff morale. 
The descriptions of the relationships with parents were mixed. When asked about 
relationships with parents, Chris appeared 'neutral' having said that there were not 
"any complaints or any praises". Ruby was more positive in her response about 
parental contact. She stated she got along "pretty well" with most parents and upon 
her departure from one school received four letters from parents saying "thankyou so 
much for teaching our child, you changed their aspect on ... this, that and the other". 
Andrea had mixed reactions from parents voiced at the parent teacher meeting. One 
group of parents complained about her teaching methods for Dance in that she was 
"dancing them too much", whilst others were very appreciative of her enthusiasm. 
The perspectives of the Deputy Principal and Heads of Department were 
significantly different from the beginning teachers in that they were seeing the issue 
of relationships from a 'whole of faculty or school' perspective. This perspective 
incorporated the impact on their faculty and the school, the stress caused by a change 
in staff, and from the perspective of having to resolve problems and the increased 
workload. From the beginning teachers' perspective there were a disproportionate 
number of negative responses to positive responses. The positive responses from 
the beginning teachers about developing relationships had more to do with the 
personality and behaviour of the teachers involved than with their temporary 
status. However the more negative responses had less to do with the individual 
teacher and more to do with factors associated with their temporary 
employment, namely, late entry into the school, change of staff, and time needed 
to establish student behaviour management regimes. These findings seem to 
indicate that the 'temporariness' of their engagement exacerbated the negative 
impact on the individual developing relationships with significant others such as 
students, parents and colleagues. 
Pedagogical Issues 
Pedagogical issues faced by beginning teachers were not the main focus of this 
study. However, it was acknowledged that being on a temporary engagement might 
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have impacted on their ability to perfmm well within the classroom. The beginning 
teachers revealed that the pedagogical issues significant for them were as follows: 
the positive and negative impact of the temporary engagement on student learning 
outcomes, the struggle with student behaviour management, and limitations in their 
teaching perfmmance and curriculum delivery. There is no way of being sure that 
this list is comprehensive since the beginning teachers may not have disclosed some 
negative issues about their performance in the classroom to the researcher for fear of 
being perceived as less competent. 
The first pedagogical issue was student learning outcomes and for Ruby, the loss of 
time settling in was a factor that adversely affected student learning outcomes. In that 
initial two week period when starting on a new temporary engagement, she 
determined student academic levels and prior learnings, and set out her expectations 
for the class. In addition she confessed that she was not always up to date with the 
pmticular school's work program. Chris said that the negative impact on student 
learning outcomes was more to do with what he referred to as the "revolving door" of 
teachers at the school. One of his classes at Markin State High School had 
experienced approximately eight changes of teachers, which in turn resulted in some 
very hostile reactions from parents and students. 
With regm·d to social learning outcomes, Ruby recalled that she was good for a lot of 
the students because they were exposed to a different person and that: 
they have to accept different people, taking different roles in their lives and 
they shouldn't be so regimented. I mean they are not going to cope with work 
or university life or anything else if they are regimented that they can't cope 
with it (Ruby 13/10/99). 
For Andrea, being new had a negative effect on student learning outcomes since the 
students were comparing the old teacher with the new and that had resulted in a 
resistance displayed by the students towards her as the new teacher. Andrea said that 
she spent time trying "to get through to them" to reduce this resistance and was 
generally successful with most students. 
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The question of whether student learning outcomes were affected by beginning 
teachers on temporary engagement seemed to the beginning teachers to have more 
to do with the number of changes of teachers, being new to the group of 
students and the resultant time required to establish themselves. These factors 
are common features faced by both temporary and permanent employees newly 
appointed to a school. However both Ruby and Andrea were exposed to a large 
number of temporary engagements and therefore repeated the sequence frequently. 
Liam Hamilton, Senior Personnel Officer, stated that students benefited from 
teachers being appointed permanently to the classes and to the school. Continuity of 
employment at one school allowed teachers to receive feedback on and be supervised 
in their teaching, particularly in relation to maximising student learning outcomes. 
The second pedagogical issue was student behaviour management. Laura was very 
positive about her experiences with student behaviour management since she had 
been a student, a student teacher and a teacher at that school. She recalled "I think I 
was lucky that I had that insight into what the kids are like, and what the school was 
like". In contrast, Ruby referred to the changes in classroom management for a 
teacher on temporary engagement as "massive". She cited the comparison of a 
teacher taking up a temporary engagement for six weeks at the end of a year 
compared to starting the year with a cohort of students and taking responsibility for 
the same cohort for the same year. Ruby commented on her experience of the final 
temporary engagement at the end of her first year: 
having three lessons with the year 11 classes before they do block exams, 
um ... and you know junior classes, it's kind of like, you know, Term 4 they 
think they are on holidays already. And what you have to do as a teacher 
they don't know from a bar of soap. Not looking like you've been a teacher for 
the past 25 years, and still trying to have a smile on your face, being 
enthusiastic all at the same time, kind of like you have to get strategy on top 
of strategy (Ruby 13110199). 
Allan Well, Deputy Principal, said that the student behaviour management issues 
were exacerbated by the fact that teachers on temporary engagement often come into 
the school after the commencement of the school year. He suggested that when a 
temporary teacher comes into the school "we really do have to induct them to every 
class, we have to introduce them to every class". Ruby indicated that having different 
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temporary engagements even when they were within the same school was the most 
difficult feature of temporary employment, since for her she "had to start all over 
again and have all that energy and all that enthusiasm to lay down your 
expectations". Ruby had completed six temporary engagements in three terms and 
likened each to "starting the year six times", which involved learning student names 
for thirty-six classes. She stated that she would have been more enthusiastic at this 
stage of her career had she had the one position commencing at the start of a year. 
Andrea had a similar experience to Ruby with the constant change of temporary 
engagements. 
Andrea: I keep going back to square one. Every time I go to a new school 
they give you different types of classes, they give you different types of theory, 
different types ofwork, they don't leave anything ... (Andrea 15/10199). 
Behaviour management was an issue for Ruby and Andrea in terms of the 
frequency of change and having to start over each time establishing themselves 
as their teacher with a range of new classes. Liam Hamilton, Senior Personnel 
Officer, concuiTed and acknowledged the difficulties faced by an inexperienced 
teacher "to start from scratch and try to get programs up and running". Indeed, 
Draper, Fraser, Raab and Taylor (1997:16) refeiTed to this process of absorbing new 
names, procedures and locations as an 'orientation for survival' (see also Tattam, 
1998). It becomes apparent from the descriptions of Ruby and Andrea that they 
remained in that 'orientation for survival' stage and were not able to move far beyond 
that stage before they moved on to begin the next temporary engagement with new 
groups of students and new colleagues. 
The third and fourth pedagogical issues were teaching performance and curriculum 
delivery. Laura, Ruby and Chris were able to cite advantages being on 
temporary engagement for their teaching performance. For Chris it was 
allowing him a fresh start after making mistakes as a beginning teacher, whilst 
for Ruby and Laura it was increasing their repertoire of teaching strategies and 
experiences due to the frequency of changing groups of students. At the same 
time Ruby recounted being constrained to experiment in-depth with some 
teaching strategies. 
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Ruby recalled that her experience with the large number of temporary engagements 
had put her "further ahead in my strategies portfolio" and "a lot further ahead in 
networking". Laura too said that being on temporary engagement exposed teachers to 
a wider range of experiences teaching different year levels. On the other hand Ruby 
admitted that she was somewhat "restrained" in attempting particular teaching 
strategies in the classroom, for example, group work, until she was established with 
her class. Ruby stated that she could have delivered curriculum in "a lot of different 
ways, but I didn't". She referred to covedng the "bare necessities" of the curriculum 
since there were a number of competing pdodties within each classroom, such as 
student behaviour management, establishing a working classroom, and establishing 
relationships. 
Chds and Laura did not state that being on temporary engagement affected their 
teaching performance, skill development or competency as a teacher. According to 
Chris the problems encountered were due more to being a "beginning teacher" than 
with being on temporary engagement. Chds said that there was one advantage of 
being on temporary engagement for a beginning teacher: 
to go to one school, make m,istakes, learn and then get a fresh start some 
where else. I think that's what I did. I made a lot of mistakes, reflected, and 
then learnt. But because I was in a new environment no one was holding 
those mistakes against me ... the students that is (Chris 06/12/99). 
These advantages and disadvantages listed by the beginning teachers are similar to 
and support those findings in the work of Draper, Fraser, Raab and Taylor (1997), 
especially with reference to making mistakes and moving on, being constrained in 
teaching strategies, and becoming more adaptable. The beginning teachers listed far 
more negative than positive responses to both the personal and professional matters. 
Being on a temporary engagement had a greater impact on Ruby and Andrea who 
were exposed to a frequency of change to which the other two beginning teachers 
were not exposed. The accounts descdbed by Ruby and Andrea suggest that the 
sedes of temporary engagements had a greater negative impact on them both 
personally and professionally. 
182 
According to the beginning teachers their students were not suffering 'less quality' in 
the classroom because of their employment status. It was as though the beginning 
teachers were able to separate the professional and personal concerns with being a 
beginning teacher from the professional and personal concerns with being a 
temporary employee. A most significant finding to emerge from the four 
beginning teachers' accounts is that being on temporary engagement had more 
of a negative impact on them personally as employees of Education Queensland 
than professionally as teachers within the classroom. 
A note of caution should be flagged, in relation to how well a beginning teacher will 
and can articulate their level of performance within the classroom. However, there is 
some evidence to suggest that in the case of Laura and Chris their performance was 
satisfactory given the lack of intervention in classroom matters by their respective 
Heads of Department and their ease of attainment of a Suitability 1 Rating and 
confirmation of permanency. Similarly for Ruby and Andrea, their temporar-y 
engagements were continually extended, their classroom performance not closely 
monitored and their schools were keen to retain them as permanent employees. 
Gaining Permanency with Education Queensland 
Each of the beginning teachers moved from the insecurities associated with 
temporal)' employment to the security of a permanent position with Education 
Queensland. The first section below deals with those factors affecting permanency as 
it related to the four beginning teachers. The second section details the process that 
each beginning teacher experienced in the offer and their acceptance of permanency 
with Education Queensland. The third section comments on the future use of 
temporal)' engagement as an employment strategy of Education Queensland. 
Delays in the Acquisition of Permanency 
The factors affecting permanency were acknowledged by Liam Hamilton, Senior 
Personnel Officer, as a source of confusion for graduates who had to reconcile their 
University results, their practicuum results, the Board o.f Teacher Registration 
process, and their Suitability Rating with an offer of employment. Ruby realised that 
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even though she had a Suitability 1 Rating her lack of mobility affected and delayed 
her being offered permanency. She pointed out that being a Mathematics teacher, 
cuiTently an area of shortage, assisted her in her quest for permanency and 
contributed to it being in a "Brisbane school" rather than a school outside the 
Metropolitan area. 
Laura understood mobility as a factor affecting an offer of permanency but at the 
time of her interview she was willing to go anywhere in the State of Queensland. 
However, her then Suitability 3 Rating hindered her appointment to teach anywhere 
in the State, since the tendency was for only Suitability 1 rated applicants to be 
offered pennanent positions. She recalled the comment of others in relation to the 
teaching subject area "if you were science or maths ... you'd be right". Her teaching 
area of Social Science was not an area of shortage and therefore decreased the 
possibility of her fast u·acking permanent employment. Chris too realised that the 
type of vacancy he was filling had an impact on an offer of permanency. The teacher 
he was replacing was on Maternity Leave and until she indicated that she would not 
be returning, the vacancy would continue to be filled by a temporary employee. 
The beginning teachers seemed to possess a clear understanding of the factors 
that affected an offer of permanency. There was little 'confusion' as Liam 
Hamilton, Senior Personnel Officer, had suggested. However the understanding and 
knowledge known at the time of the initial appointment to a temporary engagement 
may have been less compared to the knowledge and understanding subsequently 
gained as they progressed towards permanency. 
The interaction of the various factors and the way it affected an offer of permanency 
is not always so clearly understood. In the case of Laura's Suitability 3 Rating and 
her high level of mobility, these factors were at odds with each other in Education 
Queensland being able to offer her permanency. For Ruby there was a tension 
between her inability to relocate out of Brisbane and her teaching area Mathematics 
and Commerce in which there was, and continues to be, a teacher shortage. For 
Laura, Ruby and Chris it was only after they received their Suitability 1 Rating, and 
when there was a substantive vacancy in their respective teaching areas in a suitable 
location, that they received an offer of permanency. 
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For all of the beginning teachers these factors tended to contribute to delaying 
an offer of permanency rather than preventing an offer. When the factors 
affecting permanency were properly aligned to the individual beginning 
teacher's circumstances then an offer of permanency was made. This study has 
explored the implication of these delays on the beginning teacher. It can be recalled 
that the research of Traill and Walker (1992) commented on the delays in graduates 
gaining a pe1manent position, but did not explore the implications of this waiting 
time, except to indicate that these graduates had a strong desire to be teachers since 
they were willing to 'wait' for that position. 
Traditionally the pattern of employment for a graduate would be a permanent 
appointment with Education Queensland in the first instance and little or no waiting 
period. For these beginning teachers the 'waiting' period translated into a pattern of 
employment consisting of a period of unemployment, supply teaching and or part-
time temporary employment, a temporary engagement or series of temporary 
engagements and finally permanency. This study has also revealed the implications, 
less positive and more negative, of the 'waiting time' on the beginning teachers 
starting in their profession. 
Becoming a Permanent Employee 
After being employed with Education Queensland on a temporary engagement or 
series of temporary engagements all of the beginning teachers received an offer of 
permanency. Three of the beginning teachers had a strong desire to become 
permanent evidenced by their willingness to accept the delays and differential 
treatment, and their willingness to complete the reassessment process. Each 
beginning teacher was asked to describe their appointment to a permanent position 
with Education Queensland. Their accounts revealed a number of characteristic 
features that indicated continued 'tardiness' with which they were treated during the 
staged process of moving from temporary to permanent beginning teacher status. 
Ruby had twelve hours to decide if she wanted to take up an offer of a permanent 
position. The reason for the short time line was not as a result of the time given by 
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the District Office which had been six days, but rather the delay in the school 
personnel informing her of the offer. The reason for the delay, according to Ruby, 
was that the school administrators were trying to match the offer of permanency 
within the school. She found it very ''flattering" but would have liked to have had a 
little more time to make her decision. 
Laura recounted the story of her obtaining a permanent position with Education 
Queensland in terms of a chance meeting. She recalled: 
I was at Wordsworth, the Deputy Principal that I knew, and she asked "Did 
you end up getting reassessed, or what's happening with you next year?". And 
I said "I got reassessed and I'm a 1 ". And she said "Oh, we are looking for a 
senior English teacher", and she said to me when I was there the next year 
that she said "That the day I spoke to you, I went into the Principal, and said 
'Look we'll ring them up and take her', and she rang up the department and 
said "Look, we'll have this one pennanent next year" (Laura 16110199). 
Andrea had a different sto1y to tell in that she was neither looking for a permanent 
position, nor was she looking to teach full-time. Andrea was a little unclear about her 
offer of a permanent position at Palm River State High School. She recalled there 
was some secrecy surrounding the offer. Her mentor at the school seemed to offer 
some assistance and eventually, someone from Palm River State High School rang 
up, and she went over for a visit and was offered a permanent position. 
Chris was offered a permanent position at Allora Heights State High School whilst 
teaching on temporary engagement at Markin State High School. He was scathing in 
his comments about the poor treatment received by teachers on temporary 
engagement. 
Chris: I really think that contract teachers get a raw deal and are lied to. 
Um ... contract teachers are deceived and manipulated and told untruths ... 
"When are you going to give Chris his permanency?" And they said "Oh, we 
can't, we don't have that power". The day Allora Heights rang Markin they 
said, "Is he any good?" and the Deputy there said "He's very good. In fact we 
are going to appoint him ourselves", and that very day I was sitting in the 
Deputy's office and he said, "We'd like to appoint you permanently", and I 
said "No", and he said "Oh". He was taken aback. He told me later that he 
was really shocked that I said "No ", to him. 
Researcher: Did you know of the Allora Heights' offer? 
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Chris: No I didn't, so it was a real fluke. (Chris 06/12/99). 
The most salient point to be made from this data extract was the lack of forward 
workforce planning displayed in the recruitment of staff. Chris suspected that Markin 
State High School could have matched the offer much earlier, and indicated that the 
school administration did not advocate for permanency on his behalf. 
All four of the beginning teachers indicated that their performance and initiative 
within the school contributed in some way to either an offer of permanency or a 
positive response as part of the informal referee check by another school p1ior to the 
offer being made. Liam Hamilton, Senior Personnel Officer, stated that there was a 
perception by teachers on temporary engagement that their performance was being 
"watched more closely than there is from a permanent teacher and that, that it's 
some how linked to their chances of becoming pemzanent". Indeed there was some 
truth in the perception in that an appointment is made on merit, "as the most suitable 
person for the position", and input and advice from a Principal or nominee 
contributes to that decision. Greg Myers, a Queensland Teachers' Union 
representative, said temporary teachers "are very aware that the administration 
within a school have a significant impact on their future prospects and that can lead 
to a degree of anxiety". Indeed, three of the schools in which the beginning teachers 
were currently operating attempted to keep them at the school. For Andrea, this was 
achieved by some secrecy in keeping her position and teaching areas hidden within 
the school and not advertising her availability for permanency within the system. 
For Ruby and Chris it was achieved by attempting to match the offer of permanency 
from the other school. 
The features of short time line, delay, secrecy, a chance encounter, poor 
treatment, a lack of administrative advocacy and the individual's initiative and 
performance are all indicators of poor management or 'just-in-time' 
management. Draper, Fraser, Raab and Taylor (1997) in their study of Scottish 
probationers noted there was also little or no structure in the appointment processes. 
In this study there seemed to be no method of tracking these individual beginning 
teachers within a school or system. For all four, there was little in the way of 
advocacy or early intervention for a permanent position with Education Queensland. 
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From their perspective no one seemed to be promoting their need to find a permanent 
position either at the school level or between the school and the Distlict Office level. 
The response by the school-based personnel when an offer of permanency was 
received was reactive. The immediate staffing needs of the school seemed to take 
precedence over the needs of the individual teacher. Continued communication 
between the individual teacher, school-based personnel and Distlict Office may have 
better suppmied the beginning teachers' quest for permanency. 
The time lines desclibed by Liam Hamilton, Senior Personnel Officer, for the 
process of gaining permanency fmiher impeded and delayed the appointment of 
these beginning teachers. As a general rule Education Queensland "will not appoint 
permanently beyond about F ebrumy ". He indicated that there was a cycle of 
employment. From February to November of a given year the vacancies were 
harnessed to allow for mid-year transfers, leave and in preparation for transfers in 
and out of locations. From October/November to February of the following year 
transfers were confirmed and then graduates were appointed as permanent employees 
on probation. Laura, Chlis and Ruby were made offers of permanency duling this 
timeframe and after they had been reassessed and received a Suitability 1 Rating. 
Andrea, with a Suitability 2 Rating, was made an offer in August and as such 
represented an exception to the norm. A few permanent appointments are offered 
dudng the year, especially to those graduates who have been reassessed to a 
Suitability 1 Rating. Andrea's appointment may have been due to a shortage in her 
teaching area, Dance. 
Greg Myers, a Queensland Teachers' Union representative, suggested that in the 
short term because of the impending teacher shortages there would be more 
permanent appointments made by Education Queensland. Liam Hamilton, Senior 
Personnel Officer, agreed and thought that Education Queensland may introduce 
"long term contractual arrangements" of three to five years in length with the same 
benefits as permanent employees. Allan Well, Deputy Plincipal, suggested that such 
contracts suit those teachers enteling and leaving the workforce because of family 
commitments and outside interests, or to complete a special project within a specific 
medium time frame within a school. Robert Rose, Head of Department, favoured the 
flexibility that temporary engagements brought to the workforce for individuals 
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"chopping and changing jobs". He added that temporary engagement allowed 
individuals to determine if they were suited to teaching. 
Liam Hamilton, Senior Personnel Officer, suggested that as a system Education 
Queensland had "less warts" than other education systems, and that over the past 
decade had progressed in terms of developing strategies for teacher appointments, 
and in the support offered to beginning teachers in remote locations. He saw that 
there were a number of advantages for Education Queensland in using temporary 
engagement: 
it allows us to manage our pennanent employee numbers more efficiently. It 
enables us to cater for the fluctuations in staffing levels and staffing 
requirements. It enables us to put particular people into particular places for 
periods of time (Limn Hmnilton, Senior Personnel Officer, 13/07/99). 
From the perspectives of those other than the beginning teacher group there appears 
to be some merit in the continued use of temporary engagement for the reasons 
listed above. There does not seem to be any indication that in the near future the 
percentage of the use of temporary engagement to the percentage of permanent 
appointments will change dramatically. Education Queensland seems to be unique 
in its maintenance of temporary teaching numbers at such a low level, given the 
statement by Morrison (1999) that the percentage of professionals employed on a 
temporary basis is increasing. 
Conclusion 
The purpose of this chapter was to analyse the data that focussed on the personal and 
professional impact and experiences of being on temporary engagement, and the 
process of gaining permanency. The general findings were: (a) that the status, and 
resultant treatment, associated with being on temporary engagement was lower than 
that of being a permanent employee; (b) that being on temporary engagement had a 
negative personal impact on the beginning teachers; (c) that the temporary 
employment status of the beginning teachers affected their commitment to various 
parts of the organisation; and (d) that poor management by Education Queensland 
personnel of beginning teachers on temporary engagement exacerbated the delays in 
their gaining permanency. 
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None of the four beginning teachers viewed stmting a career on temporary 
engagement as the ideal. The findings of this study suppmied the literature (see Hart 
and Murphy, 1999; McWilliam and Kirk, 1993). The most disturbing and significant 
finding was that two of the three beginning teachers who were contemplating leaving 
Education Queensland listed being on temporary engagement as a factor impacting 
on their decision. This finding was both contested (see Cole, 1985; Maguire, 1993) 
and suppmted by the literature (see Batten, Gtiffin and Ainley, 1991; Macdonald, 
1999; Weiss, 1999;). The tension was with whether the investment of teacher 
preparation and the initial years of teaching increased the attachment to a profession 
and/or organisation, or whether poor working conditions associated with temporary 
employment in those initial years reduced that attachment. In this instance the latter 
contention applied. 
The beginning teachers had drawn a distinction between teaching as their prefened 
profession, and Education Queensland as their prefened employing authority. The 
beginning teachers were able to identify examples of differential treatment, both 
positive and negative, which resulted from their temporary status. Differential 
treatment in the main indicated 'less', less in terms of access to support, sick-leave 
entitlement, acceptance and treatment by other staff, avenues of redress and 
expectations of others. 
The characteristic that featured strongly in the beginning teacher responses to the 
personal impact of being on temporary engagement was 'uncertainty', uncetiainty in 
starting teaching, in starting a new school, of a regular income, and of the work 
situation. These findings supported and extended the literature sunounding the 
negative impact of temporary employment (see Battin, Griffin and Ainley, 1991; 
Draper, Fraser, Raab and Taylor, 1997; Palmer, Sinclair and Bailey, 1996; 
Whitehead, Preece and Maughin, 1999). For some of the beginning teachers these 
experiences manifested in decreased motivation, sense of belonging, and increased 
stress levels. The negative personal impact was more marked for the two teachers 
who had experienced a high number of temporary engagements and schools in their 
first year of teaching. 
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The pattern emerging from the responses revealed a differing level of commitment to 
varying parts of the teaching profession, namely: Education Queensland, school, 
particular group of students and the profession of teaching. All four beginning 
teachers indicated that they were committed to the students and to teaching, whilst 
three out of the four suggesting that they were not committed to Education 
Queensland and to a particular school. These findings supported the literature 
surrounding a differential model (Healy, 1999) and pluralist framework (Cooper and 
Hmtley, 1001) for commitment. 
When asked about their relationships with students, school-based personnel and 
parents there was a mixture of positive and negative responses. The positive 
responses had more to do with the personality and behaviour of the individual 
teacher, while the negative responses had more to do with factors associated with 
their temporary employment. In addition the pedagogical issues and professional 
impact on student learning outcomes, curriculum delivery, teaching performance and 
student behaviour management seemed to have more to do with the frequency of 
changing teachers and being new to a school than with their temporary status. 
Although the beginning teachers had a good understanding of the factors affecting an 
offer of permanency, this knowledge did not reduce the actual delays in their being 
offered permanency. These delays were increased by the just-in-time' management 
of the appointment process, which included short time lines, secrecy surrounding the 
offer, a chance encounter to enact the process, poor treatment by school-based and 
District Office personnel, a lack of administrative advocacy and a reliance on the 
individuals' initiative and performance. For each beginning teacher there were 
elements of serendipity with the way in which the events unfolded. The 'waiting time' 
caused by such delays was mentioned in brief in the literature (Traill and Walker, 
1992). This study, however, progressed the knowledge surrounding the impact of the 
'waiting time' and delays on the beginning teacher. 
To return briefly to the Beginning Temporary Teacher Theoretical Framework 
(Figure 3.2), this chapter elaborates upon the components of the 'Journey from 
Temporary Employment to Permanency - experiences of a temporary employee' and 
'Being in a School - the personal and professional experience'. What is highlighted 
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through the data is a shift from a singular view of a 'professional journey of a 
permanent beginning teacher within a school' to include a multi-dimensional view 
which incorporates a 'personal journey of a tempormy beginning employee within a 
school'. The distinctions appear in resultant tensions between 'personal', 'temporm-y' 
and 'employee', and 'professional', 'permanent' and 'teacher'. Through the descliptions 
of the four beginning secondm-y teachers in this study the impact of these distinctions 
has justified the need to acknowledge a multi-dimensional view rather than a singulm· 
view of employment. The beginning teachers themselves sum up well their overall 
impressions about their personal journey of being on temporm·y engagement within 
Education Queensland: 
Laura: 
Andrea: 
Ruby: 
Chris: 
Permanent people tend to get a bit complacent ... 
I felt like a rag doll ... 
Burnt me out before I should have been burnt out ... 
A life jacket with holes ... 
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CHAPTER SEVEN 
DATA ANALYSIS: 
THE PAPER AND POLICY DIMENSION 
This chapter will concentrate on the four themes emerging from the data that relate to 
the 'paper and policy' dimension. These themes are aligned to the Beginning 
Temporary Teacher Theoretical Framework (Figure 3.2) in terms of the concepts of 
contact with Education Queensland, the Queensland Teachers' Union and Board of 
Teacher Registration through their policies and practices, and supporting the 
professional and occupational needs of the beginning temporary teacher. 
The first theme centres around the policies and the implementation of those policies 
that relate to a teacher newly appointed to the public education system. The second 
theme explores the role of induction in supporting a beginning teacher on temporary 
engagement, and is related to the third theme of access to professional development. 
Theme four deals with issues integral to the awarding of the Suitability Rating. 
The Policies and Practices of Education Queensland 
A number of policy documents produced by Education Queensland as listed in 
Chapter 5 were shown to the pmticipants. The questions asked during the interviews 
related to whether participants were familiar with, and actually used, or thought they 
or other colleagues might use the respective documents. Infmmation collected from 
Education Queensland and the Queensland Teachers' Union personnel was 
incorporated in this section. 
The Participants' Perspective 
The interview data indicated that the beginning teachers were not familim· with the 
majority of the policy documents. Ruby's response was typical of responses from the 
other beginning teachers. She said that she had "never seen or heard of" some of the 
documents. The only document with which the beginning teachers were familiar was 
the 'Conditions of Employment of Temporary Teachers' (September 1997). Even 
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their recollections of this document were sketchy. Ruby's comment was 
representative. She stated that: 
the only thing that I was given was the blurb that comes with the contract 
from the education department ... holiday pay, what you've got to do to get 
out of your contract, what they've got to do to get you out of the contract ... l'm 
not sure what document that is ... (Ruby 13/10199). 
Ruby also mentioned the usefulness of the content of that document: 
it was adequate for what I needed it for ... Well, I referred to the one on my 
engagement to check out my holiday pay, when I went over the tenn and the 
vacation, and that's about it (Ruby 13/10/99). 
The reason for the beginning teachers' familiarity with this communique, be it 
minimal, was due to the fact that each beginning teacher received this inf01mation in 
the mail prior to, or shortly after, their appointment to the school. 
Different meanings may be ascribed to their lack of familiarisation with the other 
documents and these meanings are best understood in terms of access and 
relevance. Access not only means receipt of the information but also adequate 
understanding of its contents and implications for an individual's practice. Although 
the information was available within the school in the form of modules from the 
Department of Education Manual and communiques from Education Queensland, a 
beginning teacher may not even know of its existence unless instructed by school-
based and or District Office personnel. 
The District Office personnel seemed to have discharged their duties appropriately in 
providing the previously mentioned document. However, there did not seem to be 
any follow up to ensure that beginning teachers had received, and were aware of the 
conditions of employment. Perhaps District Office personnel assumed that once a 
beginning teacher was appointed to a school, the responsibility for orientation into 
the policies of Education Queensland rested with school-based personnel. Indeed 
such an assumption is supported in the literature. For example, Hufferdine (1992) 
and Young and Carrick (1993) advocated strongly for school-based personnel to be 
actively involved in distributing information to temporary teachers. 
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Neither Robert Rose, Head of Department, nor Allan Well, Deputy Principal, saw 
part of their role as providing and clarifying these policies for beginning teachers. 
Robert Rose asserted that a lot of these policies on employment were not "my role or 
my job and therefore I have not really pursued thenz either". He indicated that 
beginning teachers on temporary engagement were not familiar with these policies 
and that they were interested more in immediate contract work matters. The crucial 
questions for beginning teachers on temporary engagements were "Ant I staying to 
the end of the year?" and ''Am I here next term?". This highlights a lack of 
understanding of the contents of the documents that do indeed cover details on such 
working conditions. As stated in Chapter 5, the classified officers' understanding of 
Education Queensland policy was minimal. Robert Rose had browsed through the 
'Human Resources HR-04/3, Employee Induction' document because "I've had so 
many teachers coming in". 
It was a slightly different situation with Allan Well, the Deputy Principal who used 
the documents on the basis of need. For example his comments on the use of the 
document 'Conditions of Employment of Temporary Teachers' were: 
we had this one lady who came in who lasted a day and a half and walked 
out. So we went straight to the rule book to find out what she could do. She 
could do it. It wasn't worth the powder and shot to fight it so we let her go, 
and we got someone else in again (Allan Well, Deputy Principal, 18107199). 
He stated that there was a need for Education Queensland to orient all staff in 'policy' 
matters because of the devolved nature of the system. Since a lot of the recruitment 
and selection processes are happening at the school level rather than at the District 
Office level school administrators need regular professional development in policy 
issues. His need for policy clarification may be far more acute than that of Heads of 
Department, since his administrative position may necessitate his dealing with 
complex staffing issues. Like Robert Rose, Allan Well noted that beginning teachers 
on temporary engagement were not familiar with Education Queensland policy. Yet 
he was somewhat ambivalent about his role in providing information when he said "I 
can't sit down with a beginning teacher and quote policy, chapter, verse and 
sentence (a) because I won't sit and read 'cos there are other things more important 
to do and (b) the policy changes". Perhaps this reticence reflects a lack of 
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understanding about the relationship between the content of the policy once applied, 
and its .potential worth for the temporary beginning teacher. 
The sheer volume of information contained within these documents could also be a 
mitigating factor against effective communication. Some of · the information 
contained in the six documents refeiTed to above is repetitive. At the same time, 
some relevant infmmation is subsumed within other lengthy documents. In addition, 
providing such infmmation at the same time as the beginning teacher is grappling 
with their appointment to a new school may be inappropriate. 
The second issue is one of relevance. The fact that the beginning teachers were not 
familiar with these documents may indicate that the contents of the documents were 
perceived as having little relevance. However, the literature review clearly indicated 
that the contents of the above stated documents could have significant relevance for 
the beginning teacher as patt of an induction process. It will be recalled that Bourke's 
(1993:67) study of casual primary teachers revealed that infmmation received from 
their depattment of education was viewed as extremely or very important. Yet at the 
same time only 28% of the participants in that study acknowledged receipt of that 
information. 
Andrea's complaint about the lack of information and understanding about the 
'Teacher Transfer Guidelines' policy was an example of not receiving relevant 
information. She explains: 
I wish I had it because I said "Yes" to the Bronte Park job. And in retrospect, 
I'm travelling an hour to school and I didn't realise once I had said "Yes" to 
the job that I was bound to that area for like three to five years ... Whereas, if 
someone had of pointed out to me when you say "Yes" to this you're going to 
be there three years, I don't think I would have taken it (Andrea 15110/99 ). 
Her lack of understanding about Education Queensland policy had an adverse effect 
upon her when she accepted an offer of permanency. Given that the location of both 
the Education Queensland documents and the beginning teachers are at the school, it 
would seem appropriate that school-based personnel be charged with the 
responsibility of familiarising themselves with the material. In addition, school-
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based personnel should be charged with the responsibility of offering policy advice 
and related support to the beginning teachers. 
A specific example that explored further the relationship between a mandated policy 
requirement and its implementation in practice within the school was the completion 
of two sets of reports: 
1. Education Queensland 'Teachers on Probation: Interim Report' (Refer 
Appendix 6) and 'Teachers on Probation: Confirmation of Appointment 
Report' (Refer Appendix 7). 
2. Board of Teacher Registration 'Principal's Report: Teaching Service of 
Provisionally Registered Teacher' (Refer Appendix 8). 
The completion of these repm1s with its implied supervision and supp011 was 
significant in that it acted as an example of how well the policy requirements of 
Education Queensland and the Board of Teacher Registration were being articulated 
and implemented by school-based personnel. The beginning teachers indicated a 
degree of difficulty in recollecting the process for the completion of both types of 
report. 
Laura's probationary reports were completed in her second year of service once she 
was appointed as a permanent employee. She had regular meetings with the two 
Heads of Department, and commented on their approach to her: 
they knew that this wasn't my first year actually teaching, um... so I wasn't 
sort of treated like a beginning teacher. It was more sort of this is your first 
year permanent, you have to go through this. Lesson plans were checked by 
um ... the HOD (Head of Department) and he came in and saw me teach ... 
once. And the Deputy Principal came in and saw me teach as well and then 
basically my report was written and that was that (Laura 16/10/99). 
Ruby remembered well her attempt to have the Board of Teacher Registration 
requirements met in her first year of service. She recalled: 
because the teacher registration, you're probationary for the first twelve 
months, right? But because my first twelve months I was at four different 
schools, I didn't bother to get any paperwork completed. I asked one person 
and was told "You're not here long enough"(Ruby 13/10199). 
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As a result, Ruby was in her second year of teaching before she received notification 
that she was a fully registered teacher. The completion of the Education Queensland 
Reports, was according to Ruby, an easy process completed in her third year of 
teaching. She summed the process up by saying "they ran out of time, ... and I got a 
lovely report, very nice things written". Chris told a similar tale of a lack of suppoit 
during the process. 
The vague recollections by the beginning teachers identified marginal and often ill-
timed support, that is, in their second or third year of teaching. Little significance 
seems to have been attributed to the completion of these reports with its implied 
supp01t by school-based personnel who were charged with the responsibility of 
ensuring appropriate induction and support for all new staff, especially beginning 
teachers. This finding supports the research work of Draper, Fraser, Raab and Taylor 
(1997:17-21) who advocated quality assurance of assessment for full registration for 
non-conventional probationer entrants into teaching. They commented on the 
unsatisfactory nature of the assessment process for some of the probationers and that 
observation of their classes was conducted 'purely for the purpose of report writing' 
(Draper, Fraser, Raab and Taylor, 1997:17). 
Two additional findings emerged. Firstly, there was confusion surrounding both the 
term 'probationary' status of a beginning teacher on temporary engagement and a 
beginning teacher as a permanent employee. Probationary from Education 
Queensland's standpoint relates probationary to permanency. An individual remains 
on probation until confirmation of permanency is conferred. According to Liam 
Hamilton, Senior Personnel Officer, the confirmation report is "a confirmation of the 
person's ability to perform long term as a permanent" and "it shouldn't be a 
performance management tool". This meaning then bears no relationship to the term 
'probationer' used to signify a newcomer to the profession regardless of their 
employment status. 
Secondly, there was a missed opportunity to support the beginning teachers on 
temporary engagement in the development of their teaching performance. The very 
nature of the word temporary in temporary engagements hinders a systematic 
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and coordinated approach to support the beginning teacher. In addition the 
different purposes for, and time requirements of, the two sets of reports hinders 
a coordinated approach. This issue will be developed in a later section that deals 
with induction and professional development for the beginning teacher on temporary 
engagement. 
What became evident from the findings above is that the Education Queensland 
policies were under-utilised for a number of reasons. Firstly, poor communicative 
networks were put in place to ensure effective access of relevant material that was 
timely, accurate, comprehensive and in a user friendly format. Identifiable gaps 
appeared in the current process, including limited and inconsistent information being 
received, and a lack of a cohesive and suppottive process for its distribution and 
implementation by personnel within the school. 
The second reason has to do with the confusion surrounding the lack of a clear 
delineation of the roles and responsibilities of school-based and the District Office 
personnel involved in the dissemination and implementation of those policies. Whilst 
the school-based personnel recognised the preoccupation of the temporary beginning 
teachers with securing work, they had not perceived a role or responsibility for 
themselves with regard to this matter. 
The third reason pertains to recognising and valuing the significance of both the 
'occupational' and 'professional' aspects of being a teacher, and the need to support 
the beginning teacher through both aspects. Indeed, with the concomitant changes in 
the nature of work and jobs, Bridges (1994) suggested the need for reviewing the 
current organisational policy and practices. This suggestion seems justified in the 
case of the beginning teachers on temporary engagement where there is less 
emphasis on the 'occupational' aspect exemplified by the description of the school 
based practices listed above. 
Contact with District, School-Based and Union Personnel 
An alternative source of information for the participants was through contact with the 
District Office. Indeed, Allan Well made reference to his contact with District Office 
199 
in his bid to seek policy clarification. In the interview with Liam Hamilton, Senior 
Personnel Officer, he too acknowledged that part of his role was to provide 
information to school-based personnel. He clarified his role as: 
schools will ask us for advice, um ... and usually we can provide the answers 
to the school quicker than the schools can look it up for themselves. No 
matter what rules and regulations you have in place, there is also an 
interpretative function ... and I think most administrators prefer to get advice 
and an interpretation rather than read the cold black word and say "OK, 
that's what I'm going to do". For eve1y rule there are always exceptions and 
there are always factors to take into account when you enforce a rule or 
policy or a guideline (LiaJn HaJnilton, Senior Personnel Officer, 13/07199 ). 
The beginning teachers were asked if they had made contact with personnel at the 
District and or Regional Offices (the latter being in operation at the time of the 
appointment of these beginning teachers to their first school), and what was the 
nature and frequency of that contact. In the main the content of their contacts 
focussed on their 'temporary' working conditions, that is, their search for continued 
employment, their quest for permanency, queries about entitlements for holiday pay 
and salary levels rather than professional classroom matters. 
Chris made regular contact to inquire about the availability of work. He commented: 
I rang Regional Offices fairly consistently ... "Is there work? Is there work? Is 
there work?" And I was almost on a voice recognition basis with the people 
at the South Coast Region. I was ringing up and they would here my voice 
and would say "No Chris, there is nothing for you." ... I was ringing fairly 
consistently (Chris 06/12/99 ). 
Chris stated that he was very active in the pursuit of employment. Indeed, he had 
frequently contacted all four Regional Offices in Brisbane. He described his contact 
with the personnel as courteous, but not positive in terms of acquiring a position in a 
school. Indeed, he expressed cynicism about their efforts in finding employment. 
Researcher: They (Regional Office) realised you would probably be first cab 
off the rank anyway. 
Chris: Yes, but I'm a bit cynical about that ... um ... because I had been 
ringing the Regional Offices, um ... I found it quite amusing when part way 
through my contract I sat down with the Deputy at Markin and he said, "So 
have you only just graduated?" and I said no, that I had graduated at the end 
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of last year and I've been calling the Regional Offices. And he said "That's 
really odd because we told them weeks ago that we were going to need a 
Drama English person so it is strange that they would not have contacted you 
and that it took you to contact them" ... so it was like they hadn't matched ups 
this fella to the vacancy. It took my call to initiate it (Chris 06/I 2/99 ). 
The most significant point from this data extract was the apparent lack of 
transparency, and resultant mistrust, of District Office personnel in the appointment 
process for teachers on temporary engagement. Clnis was not necessruily privy to all 
of the information sun·ounding an appointment to a school. It is likely that District 
Office personnel were trying to locate a Suitability 1 rated applicant before the offer 
was made to Chris. Like Chris, Ruby contacted District Office to enquire about 
continued employment and permanency. Andrea and Laura had rung their respective 
District Offices to make a pay query. 
There seemed to be a general level of satisfaction with being able to contact 
District Office but there was a lower level of satisfaction with the outcome of 
those interactions. The examples of Clnis's search for employment and Andrea's 
previously stated concerns with the transfer policy highlights the dissatisfaction. 
Laura too commented on having to frequently contact her District Office about 
inaccuracies associated with her salary. 
Another group for the beginning teachers to contact were personnel based within the 
school, that is, teachers, Heads of Department, administrators, ancillary staff. The 
findings suggest that the use of such school-based personnel for support seems to 
have been under-utilised. A factor that may have contributed to this under-
utilisation, as discussed in the previous section, was their lack of knowledge of 
Education Queensland policies. Ruby explained that school-based people were often 
too busy, whilst Chris stated he did not have the need. Laura utilised the school 
personnel to a greater degree and was positive in her comments. She said: 
I tended to rely on what they (school-based personnel) told me, and they were 
generally pretty good, because at that particular school they did get a lot of 
people on temporary engagement. I think they were fairly knowledgeable. 
When it came to me wanting to get reassessed they knew all about that. I 
never felt too stressed, too stressed out about that, because I think I just 
relied on them, on what they told me. And that was Deputy Principals 
mainly, they handled that sort of stuff(Laura 16/10/99). 
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Alternatively, Ruby did not rely on personnel within the school to provide her with 
information. Ruby intimated that she was more knowledgeable about such matters 
because of the number of temporary engagements she had experienced. Her self-
reliance emerged through statements such as: 
after the third contract, I worked out the deal with the holiday pay and all the 
rest of it. And short of you know 'I want permanency, I want permanency', 
and literally walking up to them and saying have you got a permanent 
position for me next year, I didn't need much information ... (Ruby 13/10/99). 
The findings suggest that both Ruby and Chris showed a high degree of initiative in 
their search for, and management of, their employment. This finding is supported 
by the study conducted by Draper, Fraser, Raab and Taylor (1997:14) which 
illustrated the initiative taken by probationers on broken patterns of employment in 
their search for employment (see also Snyder, Doe1T and Pastor, 1995). The initiative 
shown by the beginning teachers in their quest for employment should have been 
capitalised via a more coordinated approach involving all Education Queensland 
personnel. 
Another source of advice and support about working conditions was the Queensland 
Teachers' Union. According to Greg Myers, 70% of teachers on temporary 
engagement are Union members. By contrast, 95% of permanent employees are 
members of the Queensland Teachers' Union. He commented that the difference 
could be attributed to problems associated with access and recruiting, that is, "being 
able to track the people down". The beginning teachers were asked if they were 
members, and if they had used, the services provided by the Queensland Teachers' 
Union. Three of the four beginning teachers on temporary engagement (75%) 
were members who for different reasons had made contact with the Queensland 
Teachers' Union. Their responses to the helpfulness of the Union ranged from 
Laura's comment of "not really" to Chris's comment of the Union representative 
having a "wealth of knowledge when it came to who to contact" and that he had 
provided good advice. 
Ruby's story revealed an interesting tension. She joined the Queensland Teachers' 
Union at the commencement of her first temporary engagement and is a "Union 
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member -fully paid". Each time the Queensland Teachers' Union representative 
visited the school, Ruby spoke to him/her about "my situation" of being on 
temporary engagement. She stated she never thought to contact the Queensland 
Teachers' Union office for assistance, since she had only received positive feedback 
from the school and never experienced disclimination because of her temporary 
status. Ruby said that she was not aware of the role that the Queensland Teachers' 
Union could play in advocating for permanency for an individual teacher. Despite 
her pro-active bid to secure permanent employment, Ruby did not fully utilise the 
suppmt available through the Queensland Teachers' Union. Although she says she 
did not feel that she was discriminated against, she did provide specific examples of 
disclimination, the details of which were explored in the previous chapter. 
Just as the school-based personnel were under-utilised, so too were the personnel and 
services of the Queensland Teachers' Union. According to Greg Myers, individual 
suppm1 and information is offered by the Union to teachers desiring permanency. 
However the beginning teachers were not able to display any significant knowledge 
of this support and information. Communication between the Queensland 
Teachers' Union and temporary employees was the issue for Greg Myers, since 
the temporary nature of the job and the employees not always being in a school when 
the Union sends out material and news flashes prevents effective communication 
with this group of members. Forward (1999) reiterates these same concerns for 
contract T AFE teachers in Victolia. 
The Union's aim for temporary teachers, as compared with permanent employees, 
was according to Greg Myers "to get the same remuneration for the same work". 
Although substantial gains have been made in this area, unless a new member is 
familiar with the support available to them then the efforts of the Union fall within 
the realm of rhetolic. He added that temporary employment is "more 
individualised employment", whereas with permanent employment there is a 
greater sense of "community". This idea of 'individualised employment' will be 
developed further in Chapter 8. He suggested that the Union was developing "a 
greater capacity to differentiate amongst the various groups of employees" but that 
efforts with non-permanent employees to date had been "less than fully successful". 
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Induction and Professional Development 
The policy statement from Education Queensland for teachers on temporary 
engagement states that: 'Temporary Teachers should be given access to professional 
development programs including orientation and induction programs taking into 
consideration the length of the engagement and their individual needs' (Education 
Queensland, 1998a:3). 
In addition, the literature on induction suggests a number of compelling reasons for 
the implementation of an induction program for beginning teachers (Carre, 1993; 
Draper, Fraser, Raab and Taylor 1997; Hogben and Lawson 1984; Letvin, 1992; 
Ryan, 1970: and Tisher, 1990). In shmt, the purposes are to improve teaching 
performance, to promote professional well being, to increase retention rates of 
teachers, to satisfy mandated requirements and to transmit the culture of the school 
and education (Huling-Austin, 1986). The literature suggests that there are a number 
of induction options that the school could provide (see Huling-Austin, 1996; 
Veenman, 1984). For this study the components selected and discussed with the 
beginning teachers are listed in Table 7 as Induction Options. Access to professional 
development has been covered under a separate heading. 
Being Inducted into the Profession 
Each of the beginning teachers was asked about their access to the induction options 
and to describe the experiences of their induction into the teaching profession. Table 
7 provides a summary of their responses. 
All four of the beginning teachers were exposed to some of the induction options 
listed above. However, there were more induction options not experienced by 
the beginning teachers than were experienced. What is noteworthy in their 
conversations concerned the quality of the induction option, and an exposure of some 
of the deficiencies in the implementation of these options. 
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Table 7 Access to Induction Options 
Induction Options Andrea Chris Ruby Laura 
1. An Orientation Program 2 2 1 1 
2. Appointment of a Mentor or Peer 1 2 2 1 
Support Person 
3. Regular Meetings 1 3 1 3 
4. Observation of other Teachers 3 2 3 2 
Teaching 
5. Inclusion in Faculty and School 1 3 2 1 
Meetings 
6. Supervision by School Personnel 2 2 2 2 
7. Reduction of Class Contact Time 1 2 2 2 
8. Minimum Number of Classes to 2 1 3 3 
Prepare 
9. Teaching Outside 1st or 2nd Teaching 1 1 1 2 
Area Dance English Life Skills, 
Physical 
Education 
and Science 
10. Network Meetings within School 3 3 2 3 
11. Network Meetings outside School 3 3 3 1 
Key: 
1 Experienced by Participant 
2 Not Experienced by Participant 
3 Not Mentioned by Participant 
Chris refers to the school's induction program as a "life jacket with holes in it", 
since he recalled being left to his own devices and recollected the comments of the 
Deputy Principal as "Oh, yeah, here is what you are teaching, good luck". 
Concerning the appointment of a mentor, he recalled that nothing officially was done 
but that a couple of teachers took him "under their wing". The level of formal 
supervision of his performance was poor and he commented that "/ was never asked 
for a lesson plan. No one ever came to see any one of my classes". Chris did 
experience the negative impact of this lack of supervision in relation to information 
about assessment and reporting. He recounted an incident: 
when it got to reporting season, urn ... for Drama, no one ever sat down and 
said "Drama's got three peiformance and three responding". No one ever 
said, "You look at this assignment and that will tell you what comment to 
write for performing. This assignment will tell you what to write for 
presenting". No one ever said that. So, ifyou were to get to the 1996 year 11 
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Drama reports they would be all wrong. The comments would not read 
accurately (Chris 06/12/99). 
Ruby commented that at one stage she was the only beginning teacher on temporary 
engagement at her school (noted as a problem by Sikes, Measor and Woods 1995). 
There were two other beginning teachers, but they were permanent employees on 
probation, and were exposed to a different level of support. Ruby noted that they 
were "nursed a bit more through wn ... starting up their classrooms" and "got a lot 
nwre help". Ruby indicated that she did not need that help by the end of her first year 
since "I might as well have been a sixth year teacher. I started off my year, my new 
classes so nwny times". 
Chlis mentioned that he did not really have the extra time to participate in an 
induction program, since he had to teach three year 10 Drama classes on the one day. 
He suggested that this was "appalling" and a manifestation of the "hellish" timetable 
he had inhelited. This comment reinforces the point made in the study by Hoffman, 
Edwm·ds, O'Neal, Barnes and Paulissen (1986) that an induction program does not 
necessarily overcome stressful working conditions. 
Laura's expelience with induction was more positive. However, she was able to 
relate the need for induction for a beginning teacher on temporary engagement to 
beginning teacher attlition. 
I think the Department probably loses a lot of enthusiastic and probably good 
teachers when they're on temporary engagement and they don't get access to 
induction. Because, it really is dependent on the school, I think. And, if 
smneone doesn't get support in that first year, and have to cope with that very 
much on their own, they're just going to pack up and say that they are not 
going to do this any more. Whereas, if they had the proper support they 
probably would have got through the first year and stayed with the 
Department (Laura 16110/99 ). 
Chlis was expected to teach the school subject English even though he had received 
no formal training in this discipline. He stated that he "would have coped much 
better teaching Social Science than English". Moreover, he added that his lack of 
professional knowledge meant that the students did not acquire the subject matter 
content that they deserved. Ruby's reflections on her induction were similar. She 
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added that since she was appointed later in the year she "missed all the staff 
inductions as well". Ruby indicated that there would have been more positives about 
being on temporary engagement if she had been able to begin teaching at the 
commencement of the year. Martinez (1993) acknowledged that the two issues of 
late entry into a school, and teaching subjects without professional training were 
'problems' of the context rather than problems that could be ascribed to the beginning 
teacher. These problems of context can be directly related to conditions of 
temporary employment, that is, late entry into a school, and accepting a presc1ibed 
timetable with little flexibility. Andrea recalled a similar discouraging story of her 
induction experience. Andrea was expected to teach Dance despite her lack of 
formal qualifications in the school subject. However, because she had acquired 
practical knowledge of Dance she welcomed and enjoyed teaching the school 
subject. 
Andrea: I'm actually a better Dance teacher, than I am in English and 
History because I've got the practical ... 
Researcher: You're quite comfortable teaching ... ? 
Andrea: Dance is the best subject for me to teach. I'm really boring, I'm 
really boring when I'm teaching English and History ... (Andrea 15/10/99). 
The descriptions above are permeated by a lack of support, a poor level of 
supervision, a lack of induction information, and poorly coordinated programs. 
The impact of these features, as suggested by the beginning teachers, include 
being unsupported, errors in assessment and reporting of student performance, 
poor educational experiences for students, and possibly an increase in the 
attrition rate amongst beginning teachers. The length of the temporary 
engagement may have influenced the differential experiences of the beginning 
teachers interviewed for this study. For example, Laura who spent three terms in the 
one school described her induction in more positive terms than Ruby and Andrea. 
The classified officers provided a different perspective. Robert Rose, Head of 
Department, stated that he provided various mechanisms of support for beginning 
teachers regardless of their employment status. For him, the return expected from the 
newcomer was loyalty to the faculty. He stated that he ·prided himself on the 
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personal approach and working together where "you are valued, you are very 
welcome, I'm here at all times if you want to come and ask questions". For him it did 
not matter whether the teacher was temporary or permanent because "they are my 
responsibility whether they are on contract or permanent it doesn't matter". He 
admitted though that he did not check carefully the lesson preparation of those 
beginning teachers on temporary engagement. 
Karen Jones, Head of Department, agreed with the sentiments of her colleague 
above. She tended to "go over the top with encouragement" with beginning teachers. 
For her, to display a good attitude was the most important factor for a beginning 
teacher. An example of 'poor' attitude for her was a beginning teacher on temporary 
engagement with performance issues. She offered to teach the class to allow the 
beginning teacher to observe good teaching practice. According to her his response 
was that "he took a newspaper in, and sat down the back and read it". In this case 
Karen Jones chose to see the 'temporary engagement out' rather than address the 
teacher's performance issues. 
Allan Well, Deputy Principal, advocated for all teachers new to the school to be 
given some form of orientation and induction. He offered a range of induction 
strategies within his school. However, he did not provide the beginning teachers 
with additional time and with an assurance that they taught subjects in which they 
had acquired formal qualifications. He argued that restrictions associated with the 
school timetable and staffing allocative model hampered the implementation of the 
two previously mentioned strategies. He admitted that support for a permanent 
beginning teacher would be "more intensive and more formalised" and "more ad hoc 
for a temporary teacher". 
Even though the classified officers had introduced a number of induction practices 
within their respective schools, some of the induction expectations of the beginning 
teachers, for example, more time, teaching in qualified areas only, supervision of 
lesson preparation and teaching performance, were not being met. There was a 
mismatch between temporary beginning teacher needs and induction options 
offered. In addition, two of the classified officers admitted to differential practices 
208 
in their treatment of teachers on temporary engagement as compared with 
teachers who were permanent. 
Liam Hamilton, Senior Personnel Officer, related granting permanency to a form of 
induction. He stated that he would prefer to employ beginning teachers as permanent 
employees to give them a start to their career with "a solid foundation of pennanent 
and secure employment". His reasoning was: 
when a graduate comes from university or college or any of the other training 
institutions, that's the beginning of their teaching career, and there is a 
significant amount of on-the-job learning that's required. For that to occur 
efficiently and effectively, it needs to occur where you have good supervision 
um ... and long term supervision, which may come fron7 Deputies or HODs. 
Those people understand what their long term obligations to employment are. 
If you're saying to a graduate, "You've got a 6 week contract here and an 8 
week contract there" or "You've got a tenn here, a term there", there's no 
monitoring process, no adequate supervision. And it's difficult for 
administrators in that area to provide on-going support and professional 
development and induction training for young teachers (Limn Hamilton, 
Senior Personnel Officer, 13!07199). 
He continued by saying that for a beginning teacher who is in a school for a longer 
period of time, it is easier to provide them with on-going support. It also allowed the 
teacher to become more involved in school activities. 
Although mandated by Education Queensland, a systematic induction program was 
not fully implemented for the beginning teachers on temporary engagement. This 
finding is supported in the literature. For example, the Australian study conducted 
by McCahan and Carpenter (1987) found that overall induction programs were 
implemented in a haphazard and limited way. The need for a genuine probationary 
period was recognised by Bridges (1986), Steffy (1989), Millman and Darling-
Hammond (1990) and Murmane, Singer, Wellett, Kemple and Olsen (1991). It 
should be acknowledged that the 'staggered' and 'late' entry of teachers on temporary 
engagement into a school makes the development of an induction program difficult. 
Insufficient lead-in-time prior to their commencement, short lengths of time of the 
temporary engagements and restrictions in the timetabling and staffing processes 
further compound the problems from the school perspective. Indeed, the research of 
Draper, Fraser and Taylor (1997) and Draper, Fraser, Raab and Taylor (1997) 
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recognised the difficulties of managing effective induction programs for beginning 
teachers on broken patterns of employment. 
The provision of effective induction to beginning teachers on temporary engagement 
is exacerbated if the induction program is modelled around a timeframe commencing 
at the beginning of the year and if it is based on collective or whole of group 
processes. The notion that a standardised induction program meets the needs of all 
employee groups is no longer viable. As Ruby indicated she was at one time the 
only teacher on temporary engagement. Moreover, all four of the beginning teachers 
experienced a late entry into the school. An individually designed induction program 
may be more appropriate. This finding was consistent with the research studies 
undertaken by Wildman, Niles, Magliaro and McLaughlin (1989), Huling-Austin 
(1990) and Capel (1998). 
The beginning teachers offered a key in that they needed 'support' and what they 
indicated as most beneficial was their mentor, buddy or peer support teacher 
which they either selected, was self selected or was unofficially appointed but 
which all of them had utilised. The Board of Teacher Registration (1991) strongly 
advocated for a mentoring program for the induction of beginning teachers. Little 
(1990) also suggested that a systematic mentoring program may enhance the 
progression of beginning teachers towards tenure. 
Another feature of the induction process concerned the beginning teachers seeking 
assistance. None of the four beginning teachers were hesitant in asking for assistance 
or support, nor were they fearful of having their temporary engagement affected or 
terminated for doing so. This finding differs from those of Grant and Zeichner (1981) 
and Crow and Peterson (1983) who both report reluctance on the part of beginning 
teachers in asking for assistance. The beginning teachers sought assistance for 
different reasons. Andrea identified behaviour management as an issue. Her solution 
to the problem was to send the student down to the office since she thought that that 
was "the school's problem" and that she really did not care if her job was terminated 
at Bronte Park State High School since she "just hated that school". 
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Although Chris stated he was not fearful of termination he provided the contradictory 
example of his reluctance to seek support for the poor treatment he received from his 
Head of Department. Another example cited by Chlis was at Allora Heights State 
High School where he is now a permanent employee. He noted that some of the 
teachers on temporary engagement ''felt funny" about asking for help with their 
classes because of the tenuous nature of their employment. As such these teachers, 
since they lack permanency with its associated benefit of seculity, seem to be quite 
vulnerable to the idiosyncratic behaviour of personnel within a particular school. 
Laura was not hesitant in asking for help, which she stated she required for the 
setting of examinations. With regard to the degree of support and the provision of 
information, Laura noted that some schools do not "always see the difference 
between being an experienced teacher who's been on a contract ... and a 
beginning teacher who's been on contract". Ruby, as a mature aged graduate, had 
to reiterate to staff that she was a beginning teacher. This tension between the 
beginning teacher and the more expelienced teacher was recognised by Wildman, 
Niles, Magliaro and McLaughlin (1989) who reminded the reader that beginning 
teachers were learning to teach. 
Allan Well, Deputy Plincipal, suggested that the type of assistance offered depended 
on the individual circumstances, the length of the temporary engagement and the 
type of problem. Support and assistance can be offered to teachers on temporary 
engagement when the problem is school based, for example, student behaviour 
management. However if the problems continued because of teacher incompetence 
then the solution was "one week's notice". A short temporary engagement with a 
teacher facing difficulties after support was provided resulted in a "grin and bear it" 
attitude until the temporary engagement was completed. 
Although the beginning teachers in this study were not fearful of having their 
temporary engagements terminated, the Deputy Plincipal and Head of Department 
both hinted that they would not hesitate to take that action if there was justification. 
Liam Hamilton, Senior Personnel Officer, acknowledged that the use of termination 
to address performance issues of teachers on temporary engagement was 
"unfair" and "an easy way out" for the school. Greg Myers from the Queensland 
211 
Teachers' Union also commented on the unfair termination of teachers on temporary 
engagement by saying "it's just about bnpossible for us to get a teacher reinstated 
because the legal provisions are such that um ... we just don't have the leverage". He 
conceded that there was little in the way of accessing grievance procedures for such 
teachers. 
The Decision to Offer Professional Development 
Part of the support program for a beginning teacher is the offer of professional 
development. The participants, other than the beginning teachers, were asked about 
their views on offeting professional development to temporary teachers. The 
beginning teachers were asked about the type of professional development activities 
they participated in, whether access was denied and whether they thought that 
professional development could assist them in becoming permanent employees. 
Limn Hamilton, Senior Personnel Officer, suggested that employment status should 
not impact on access to professional development but did acknowledge that the 
length of the temporary engagement and the timing of the temporary engagement 
affected access. Allan Well, Deputy Principal, concurred and stated that "we have a 
professional responsibility, a corporate, a system responsibility for the growth and 
development of teachers". 
Within a school, professional development is generally of two types, 'in school' and 
'out of school'. The latter tends to incur a greater cost financially to the school, with 
the combined costs of the activity and the replacement of the teacher in the school. 
According to Allan Well, all teachers regardless of employment status can access 'in 
school' professional development. The two factors that influenced his decision to 
offer 'out of school' professional development to a temporary teacher were the length 
of the temporary engagement and the competence and commitment of the teacher. 
Both Karen Jones and Robert Rose in offering professional development to teachers 
on temporary engagement took into account the financial implications for their 
faculties. Robert Rose, Head of Department, summed up well the thinking around 
this issue: 
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there has to be s01ne restrictions put on it because .. .! believe that if a school 
does invest money, um ... there is a responsibility of the school to upskill 
people in the schools. However there is also that balance that the schools 
should be able to get something back for the money that's been spent (Robert 
Rose, Head of Department, 08112199). 
The beginning teachers had varied experiences with accessing professional 
development. According to Ruby she was included in the professional development 
opportunities that occurred within her faculty area and within the school. However 
she did not have any access to any professional development outside of the school. 
Her late appointment to the school prevented her applying for professional 
development since applications had been completed, and staff assigned to the 
respective activities. On another occasion when she enquired about access to 
professional development the response was "we normally don't do that for contract 
teachers". Ruby did point out that, when she was at a school on a temporary 
engagement of one year duration, she was free to access all professional development 
opportunities. However, Ruby was not able to ascertain whether the different 
approaches taken by the schools was due solely to the temporary nature of the 
position, the length of the temporary engagement, the particular policy of the school 
or a combination of these factors (see Tattam, 1998). 
In contrast, Chris was able to cite an example of positive discrimination. In 
accessing a professional development activity on 'Conflict Resolution' that involved 
25 to 30 hours of out-of-school involvement, coupled with a day off teaching at the 
end of the year, he was concerned about his temporary status and recounted his 
thoughts at the time: 
given that it was such a commitment of 30 hours, 1 was happy to nzake that 
commitment from my time. But I was concerned that the school, you know, I 
am only on contract. Does the school want to invest this time and money in 
me given that I probably won't be here next year. And um ... getting back to 
saying how I felt included, I approached one of the Deputies and said "Look, 
can I go?" and she said "Of course, you're on staff, you can go" (Chris 
06/12/99). 
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Access for Chris seemed to be indicative of the practices of the personnel within a 
pmticular school. In the above case, the practice was exemplary given the cost and 
the apparent lack of return benefit to the specific school once Chris had left. 
What is highlighted by these two examples is a tension in the way personnel 
discharged with the responsibility of approving professional development within 
schools exercise their role. On the one hand the benefit of the professional 
development is attached to the individual teacher regardless of employment 
status, and on the other hand the benefit is seen in terms of some return benefit 
to the school. Financial considerations, time of entry into the school, and the length 
of engagement seem to be the three mitigating factors that impacted on the decision 
to offer professional development to temporary teachers. 
A second set of questions asked of the beginning teachers centered on whether 
professional development could assist in an offer of a permanent position with 
Education Queensland. Even with probing, the participants found it difficult to relate 
professional development to the acquisition of permanency. Yet at the same time, 
Chris, Ruby and Laura had all assisted other teachers on temporary engagement with 
support, specific advice and information about matters relating to permanency. This 
took the form of making continued contact with the District Office about 
employment opportunities, networking with other teachers, being involved in school 
activities, ensming that school personnel were awm·e of the individual's desire to 
become permanent and providing strategies on how to deal with the interview for 
reassessment. Given the advice they offered to the other teachers, there is 
potential for a professional development activity to be developed to assist 
temporary teachers in gaining permanency. 
Suitability Rating 
One of the most contentious issues raised and spoken about by three of the beginning 
teachers was the Suitability Rating awm·ded to them by Education Queensland in 
their final year of University. The following sub-sections outline the process utilised 
for awarding the Suitability Rating to the beginning teachers, their response, the 
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process for reassessment, the current process for awarding the Suitability Rating, and 
the preparation by the University to assist graduates with the process. 
The Process and the Response 
Laura and Ruby were awarded a Suitability 3 Rating, and Chris a Suitability 2 Rating 
in their final year of University. Different panels consisting of two or three 
individuals external to the school were set up to assess and award a Suitability Rating 
through a process of interview and review of documentation. The documentation 
included a 2000 word statement addressing selection criteria, practicuum repot1s, 
academic results and a referee check (optional). 
Laura's story was similar to that espoused by Chris and Ruby. By chance, Laura was 
interviewed with two fellow university students known to her. One received a 
Suitability 4 or Unsuitable Rating, and the other one including Laura received a 
Suitability 3 Rating. 
Laura: We all had really great prac... results, we had good University 
results. I mean n1y selection criteria had been read over by another panel 
member where I was doing prac, and she said: "Oh, yeah, that's fine. That's 
what I'm looking for". I didn't think the interview went so badly. I mean, if I'd 
come out and thought well you know, gee ... I did terrible, I really blew it ... I 
wouldn't have been so shocked. But I didn't think it went badly and neither 
did the other two. Two of us got threes and one of us got a four. I just 
remember coming home saying to my Mum: "What on earth have I been 
working for, for four years to come down to that and get a three". 
Researcher: You had no idea why you got the three? 
Laura: The result, the feedback form was very general. I mean if you read 
the actual comments, you wouldn't think that there would be a three at the top 
um... they were quite general they didn't really mention anything that was 
sort of worthy of a three (Laura I6!10/99). 
The most salient point from this data extract was the apparent lack of consistency 
between the data provided on the student teacher's performance in the classroom and 
at University, and the Suitability Rating awarded. In her words, Laura was 
"devastated" by the result. It was only her lack of interest in teaching in the non-
government system, and her belief in the state system of education that stopped her 
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from seeking employment elsewhere. Ruby and Chris had similar stmies to the one 
described by Laura. Allan Well, Deputy Ptincipal, believed that the Suitability 
Rating process is not 100% accurate in rating performance, but rather runs at 
between 85% to 90%. He commented that he has seen some glaring results "that 
don't measure up". According to Allan Well, the impact of awarding a lower 
Suitability Rating that was not accurate and indicative of a teacher's performance 
unfairly hindered the ability of that teacher to find permanent and/or full-time 
employment. 
The process has changed considerably since these beginning teachers were 
interviewed, and most of the concerns raised by Laura, Chris and Ruby have been 
addressed and incorporated in the current selection processes used by Education 
Queensland outlined in Chapter 2. The relationship between the Suitability Rating 
and the prospect of obtaining employment was well understood by the beginning 
teachers. Chris commented on the relationship as "an S2 I figured will mean a job 
eventually, possibly not a permanent job, possibly not straight away". All three 
beginning teachers realised that other Suitability 1 rated graduates, and general 
applicants would receive offers of employment before them. 
It should be noted that for Andrea the process was different. She had not sought nor 
been given a Suitability Rating. She was able to work for Education Queensland 
during that first year since she was awarded a nominal or provisional T4 Rating. 
Once she realised she was not going to teach in the non-government system, she 
asked for and was granted an interview to be rated for employment with Education 
Queensland a year after graduation. She was awarded a Suitability 2 Rating. 
The supervising practicuum teachers of Laura, Chris and Ruby were surprised and 
perplexed by the Suitability Ratings awarded. Chris's account of the conversation 
with his supervising teacher was typical of the other two. Chris's supervising 
practicuum teacher responded with "Rubbish, I would have given you an Sl". Chris 
had received either satisfactory or pass results for his practicuum repmts with a 
majotity of positive comments and his Grade Point Average from University was 5.5 
on a 7 point scale. He described how he felt in receiving his Suitability 2 Rating as 
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"better than what I would have felt if I got an S3" ... and ... "I hoped for an SI, but 
accepted an S2 ... if I got an S3 I would have cried". 
Laura had checked out the procedures for appealing the rating awarded. She found 
that an individual could appeal against the process, but not against the rating awarded 
and in Laura's own words "the process I couldn't fault". After receiving her 
Suitability Rating, Laura contacted the chair of the panel for feedback. She recalled 
that "he had to ask me which one I was" and "he had to look up the stuff and I could 
tell front what he was saying to me that he didn't really remember who I was". Laura 
laid no blame on the panel, but rather the emphasis placed on how well an individual 
performed at the 'interview' at the expense of the other data provided. Ruby too had 
asked for feedback and indicated that there was a marked contrast between her actual 
performance and the written statement on the feedback sheet. 
There are quite a number of features to be considered that emanate from the 
discussions with the beginning teachers. The usefulness and the accuracy of the 
feedback sheet still cunently in place was a contentious point for Laura and Ruby. A 
second feature related to the disparity in the perceptions of all three supervising 
teachers of their student teachers' performance compared with the panel members' 
perceptions of those same individuals. These supervising teachers were themselves 
conducting 'interviews' for Education Queensland and so were very familiar with the 
process. This dispruity indicates that the process is highly subjective. 
For these four beginning teachers, the overall consequence of obtaining a lower 
Suitability Rating was the delay in gaining permanent employee status. The first 
delay was in their appointment to a temporary engagement, the second was in 
waiting to be reassessed, the third was in waiting until being appointed as a 
permanent employee and the fourth delay was in the probationary period prior to 
having permanency confirmed. The whole process could take as little as twelve 
months but for these four beginning teachers the process took approximately two 
years. These delays seemed to have impacted personally on the beginning teachers 
and were considered in Chapter 6. Macdonald (1999) suggested that such 
administrative delays increase the attrition rate amongst teachers. 
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The Reassessment Process and the Current Practice 
Since there is no appeal process against the Suitability Rating assigned, it requires 
100 days of teaching before the teacher is eligible for reassessment. It should be 
noted that with reassessment the Suitability Rating might increase, decrease or 
remain the same. With a higher Suitability Rating comes the greater opportunity for 
more temporary engagements and/or for an offer of permanency (with a Suitability 1 
Rating). Liam Hamilton, Senior Personnel Officer, reiterated the impmtance of the 
Suitability Rating because "that's the governing factor on how you get employment". 
Laura, Ruby and Chris all applied to be reassessed as soon as they were eligible to do 
so. Andrea was not interested in applying for a reassessment because she did not 
"care whether I'm teaching or not, and I'm not interested in moving up in a career". 
Laura, in her description of her contact with District Office personnel, referred to the 
"Catch 22" situation when a beginning teacher received a low Suitability Rating and 
was also trying to secure employment: 
the lady I spoke to was really nice, but I mean she just couldn't do anything, 
because wn ... there was no appeal process until the 100 days cmne up. They 
failed to mention, of course, that when you've got a rating that low, it's very 
hard to get the days up to start with ... (Laura 16/10199). 
Whilst on the temporary engagement at Manor Pines State High School, Laura 
requested to be reassessed. Her reassessment took place within the school and she 
was awarded a Suitability 1 Rating and was offered permanency at a neighbouring 
school for the commencement of the following year. Ruby's reassessment followed a 
similar pattern. She noted that her performance at her first school contributed to her 
gaining her Suitability 1 Rating. Chris was also reassessed and recounted the 
conversation he had with his Performing Arts Head of Department at the time: 
"You've got your interview tomorrow Chris", he said, "I'm rather careless, 
and I've left things that I shouldn't just lying around on my desk. You know 
wink, wink, nudge, nudge". And there on his desk was selection criteria one, 
these are the responses we are looking for, there is selection criteria two, 
these are the responses we are looking for ... (Chris 06112/99 ). 
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Chris received a Suitability 1 Rating. He confessed to the 'farcical' nature of the 
process for him when he said: 
the whole second interview was a farce. I was always going to get an S1, 
never a doubt. I'd been told these were the answers, the work progrmn I 
presented was one that the HODs knew I hadn't written (Chris 06112/99). 
The overall processes described above were more in keeping with the cunent 
practices of awarding the Suitability Rating. The interviews were conducted by 
school-based personnel familiar with the teaching performance of the applicants. For 
Chris there seemed to be some 'disdain' for the process and that the panel was 'going 
through the motions' to satisfy the requirements of Education Queensland. Chris's 
description is similar to the acquisition of tenure through a 'default process' rather 
than through deliberate decision making as advocated by Cooper (1997). For Laura, 
Ruby and Chris it was a 'means to an end' in securing a permanent position. Andrea 
who had received a Suitability Rating 2 did not seek reassessment, yet was offered a 
permanent position. A shortage in her teaching area of Dance may have contributed 
to her being offered permanency. 
Laura ventured a comment on the cunent process for awarding the Suitability Rating. 
She acknowledged that personalities and relationships had a strong influence on the 
awarding of a rating, and that there was an arbitrariness associated with that decision: 
the supervising teacher really sort of favoured her. I mean if you asked any of 
the other people in the staffroom none of us would have said she was a 'one'. 
She just didn't deserve a 'one' but he really sort of liked her and he said: 
"Look I'm giving her a 'one'". This other woman in our staffroom had 
another student teacher who was working really hard and was really good. 
And she was wavering between giving her a 'one' or a 'two' and she said 
"There's no way I'm giving her a 'two' when this other girl is getting a 'one'". 
So they both got 'one' (Laura 16110199). 
However, overall Laura thought the current process of assessment within the 
schools was a lot fairer since it was done by people who had seen you plan, teach 
and manage a classroom, and that these people could make a judgement on a 
particular teacher's performance. Ruby and Chris concurr-ed. For Chris who 
"doubted himself at interview situations", this new system rated teacher performance 
rather than interview performance. Robert Rose and Karen Jones, Heads of 
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Department, when asked to comment on the cunent process, both agreed that 
conducting the interview within the same school in which the graduate was 
completing their final practicuum was much fairer than the previous process. 
Progress had been made and was recognised by Liam Hamilton, Senior Personnel 
Officer, who reiterated that school-based personnel cunently conducting the 
interviews "are very aware of the Sl factor" and "schools generally are becoming 
more and more aware of the implications of granting an Sl ". 
Karen Jones, Head of Depmtment, commented that she would like to see "after 
everybody does a contract, a little 'How did they pe1jorm sheet?"'. Allan Well, 
Deputy Principal, concuned and provided a practical piece of advice to assist schools 
in tracking the perfmmance of teachers on temporary engagement. He pondered the 
use of a "formalised document at the end of a contract, where there's a performance 
review of sorts done on that teacher that then goes on file". It is a means of capturing 
cunent data on teacher performance, their strengths and limitations. Cunently, 
tracking a teacher's performance by school-based personnel tends to rely on the often 
dated Suitability Rating, the anecdotal comments from District Office personnel, or 
from informal contact with schools in which the teacher had been previously 
employed. 
Preparation by the University 
Liam Hamilton, Senior Personnel Officer, held quite strong views about the advice 
being provided by the Universities to graduates. He indicated that some institutions 
provided good advice whilst other institutions offered very poor advice. The major 
areas of concern for him were in the lack of conveying to students the requirements 
of permanency, the ways of maximising opportunities for employment, the 
importance of the practicuum reports and the Suitability Rating. His main criticism 
was with the Suitability Rating: 
they (the universities) fall down on understanding the importance of the 
Suitability Rating. And what gets a graduate a job with Education 
Queensland is the Suitability Rating. In fact it gets them a job with the 
private schools as well (Liam Hamilton, Senior Personnel Officer, 13/07/99). 
220 
He recalled that the graduates' understanding of their employment prospects was "not 
good". He suggested that Education Queensland as an organisation, and as an 
employing authority, needed to better determine how to recruit and select staff. 
The beginning teachers offered a different perspective. Chris commented that the 
preparation by his University in the recruitment and selection procedures for 
graduate applicants for employment with Education Queensland was "not ve1y well" 
done. However, Chris indicated that he was well versed in what was required of him 
in applying for a position with Education Queensland. Andrea admitted that she 
gained little about the recruitment and selection processes for Education Queensland 
from her University. Ruby said that at her University there was an emphasis on the 
'selection criteria' with little else to aid in the preparation for the process, yet was 
"happy with what the Uni did". Laura was happy with her preparation and was quite 
confident about the process using the selection criteria. She remembered being 
spoken to by personnel from both Education Queensland and the Board of Teacher 
Registration. 
Three of the four beginning teachers said that they were confident in being 
prepared for the Education Queensland application process. Yet each received a 
Suitability Rating that did not seem to be indicative of their teaching 
performance at the time of interview. The original low Suitability Ratings may 
have been an indication of a flawed process in the recruitment and selection 
procedures by Education Queensland. It may have been a true indication of the 
teachers' performance, which improved with increased time and experience in the 
classroom and school. It may have been indicative of the preparation or lack of 
preparation by the University. Finally, it may have been a combination of these 
factors. Andrea seemed to be in the worst position since she received little 
preparation by her University, was not personally prepared, and received no initial 
Suitability Rating. 
A concern with the awarding of the Suitability Rating is the use of the practicuum 
report generated by the Universities. The awarding of the Suitability Rating is a 
graded process of l to 3 and Unsuitable. The results on the ~racticuum reports from 
the Universities are non-graded (Refer 11 for an example of a non-graded practicuum 
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report) or graded (Refer Appendix 12 for an example of a graded practicuum report). 
The latter type of graded report assisted in making a judgement about teaching 
performance needed to award the Suitability Rating. Also, the headings used by the 
Universities in their practicuum reports were not always compatible with the terms 
used in the selection criteria by Education Queensland, and as such did not aid in the 
process of awarding the Suitability Rating. 
Clearly, the role and responsibilities of the Universities and the employing 
authorities (government and non government) in the recruitment and selection 
process need to be articulated and agreed upon to ensure equitable and adequate 
preparation for all graduates entering the work force. An underlying issue is the level 
of acceptance by the Universities in assisting their graduates for employment with 
particular employing authorities as well as preparing teachers as professionals. 
Indeed, McWilliam and Kirk (1993) urge for teacher preparation within Universities 
that is more relevant to the actual working conditions of the graduate. If the 
preparation for employment is inadequate then a poor Suitability Rating may follow 
which in turn may hinder employment opportunities. If the processes are inequitable 
then cettain groups of graduates may be either advantaged or disadvantaged in 
obtaining a Suitability Rating and temporary or permanent employment with 
Education Queensland. 
Conclusion 
The purpose of this chapter was to analyse tbe data that focussed on the specific 
policies and practices of Education Queensland that related to the beginning teacher 
on temporary engagement. These policies and practices included Education 
Queensland documentation, induction programs, professional development and the 
Suitability Rating. The general findings were: (a) that the documentation from 
Education Queensland was under-utilised and poorly supported; (b) that the quality 
of induction and access to professional development was poorly managed for 
beginning teachers on temporary engagement; and (c) that the process for the 
awarding of a Suitability Rating was flawed. All of these findings had a negative 
impact on the beginning teachers on temporary engagement in this study. 
222 
The documentation from Education Queensland with its implication for practice 
within schools was not fully accessed, understood or utilised by the beginning 
teachers on temporary engagement and school-based personnel. Even so, the 
beginning teachers proved to be quite pro-active and self-reliant in their search for 
employment. A skeleton of a process existed in providing inf01mation on working 
conditions to the beginning teacher on temporary engagement. Only some 
inf01mation was provided, and support by school-based personnel was sporadic. 
There were identifiable gaps in the process, and poor networking and coordination 
between the parts of the organisation. These issues have been identified in the 
literature (see Bourke, 1993; Draper, Fraser, Raab and Taylor, 1997; Hufferdine, 
1992; Snyder, Doen and Pastor, 1995; Young and Carrick, 1993) and have been 
strengthened by the findings of this study. 
The 'implied support' that was embedded in the policy documents was a neglected 
ru·ea. The process for the completion of the rep011s for Education Queensland and the 
Board of Teacher Registration highlighted an example of a missed opportunity for 
support, induction and professional development for the beginning teacher on 
temporary engagement. Ineffective communication strategies, a lack of recognition 
of individualised employment, and the temporru·y teacher's perceptions sunounding 
Union involvement were the key factors that reduced the potential of the Queensland 
Teachers' Union to support the beginning teachers on temporary engagement. 
All four beginning teachers were exposed to some aspects of an induction program 
that ranged in type, quality and number. The quality of the induction program offered 
was affected by their late and staggered entry into the school, the number of 
temporary engagements, the employing schools, the circumstances of the individual 
teacher, the practices of the particular school and school-based personnel, and the 
length of the temporary engagement. These findings support and extend the literature 
that links induction practices with temporary employment (see Draper, Fraser and 
Taylor, 1997; Draper, Fraser, Raab and Taylor, 1997; Hoffman, Edwards, O'Neal, 
Barnes and Paulissen, 1986;). There was an acknowledgment by the classified 
officers of their providing different induction and professional development to 
temporary employees as compared with permanent employees. There was an 
apparent mismatch between the induction needs of the beginning teacher on 
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temporary engagement and the induction options offered. The most valued induction 
option mentioned by the beginning teachers was the appointment of a 'mentor', 'peer' 
or 'buddy'. The inclusion or exclusion of a beginning teacher on temporary 
engagement to professional development was considered in terms of the tension 
between a return of benefit to the individual teacher and a return of benefit to the 
school. The beginning teachers did not identify the potential of a professional 
development program designed to assist those teachers in their quest for permanency, 
yet each had engaged in activities suppmting colleagues in their quest for 
pe1manency. 
One of the most contentious issues mentioned by the beginning teachers were the 
apparent injustices surrounding the allocation of the Suitability Rating. The lower 
rating awarded to three of the beginning teachers had a direct impact on their 
employment oppmtunities. It delayed their appointment as both temporary and 
permanent employees of Education Queensland. These delays in turn contributed to 
a reduction in the level of support, induction and access to professional development 
for the beginning teacher. 
To return to the Beginning Temporary Theoretical Framework (Figure 3.2), this 
chapter focussed on the components of 'Supporting the Professional and 
Occupational Needs of the Beginning Temporary Employee' and 'Contact with 
Education Queensland, Queensland Teachers' Union, and the Board of Teacher 
Registration - policy and practices'. Once again, the emphasis described in the 
accounts of the four beginning teachers was in support and contact that was of a 
professional nature as a beginning teacher rather than meeting the occupational needs 
as a temporary beginning employee. 
Overall, the findings of this study have supported the literature and have provided 
additional research in a very under-researched field. Chapter 8, the discussion 
chapter for this dissertation, will consolidate and re-conceptualise the most salient 
findings of this chapter and the previous chapter through the lens of the Beginning 
Temporary Teacher Theoretical Framework outlined as Figure 3.2. Evolving from 
that conceptualisation process will be a plan to implement some practical outcomes 
from this study. 
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CHAPTER EIGHT 
FROM A LIFE JACKET WITH HOLES TO 
A LIFE JACKET WITHOUT HOLES 
This study suppmts the suggestion by V eenman ( 1984) that research on beginning 
teachers should be contextualised and holistic. As such, this disse1tation represents 
an enhanced case study, for it also incorporated the professional knowledge and 
practice of the researcher (where this journey began) and the initial research project 
'Beginning Teachers, Temporary Engagement and Permanency' both of which 
initially justified and strengthened conceptually the case study contained within this 
thesis. 
The context for this study was defined in terms of locating the beginning secondary 
teacher within the changing labour market, notably the trend towards the temporary 
employment of teachers. To achieve a more holistic approach, teaching was viewed 
as both an occupation and a profession. Subsequently, the literature review centered 
upon two areas, namely, the beginning teacher experience and tenure or permanency. 
Furthermore, the issues to emerge from the critique of the context and the literature 
were conceptualised as a Beginning Temporary Teacher Theoretical Framework 
(Figure 3.2) utilised to inform and direct the study. 
The selection of qualitative case study as the research method, incorporating 
document review and in-depth interview as data collection tools, further suppmted 
the notion of viewing the beginning teacher experience in a more holistic and 
contextualised way. The previous two chapters, through the development of 
emerging themes, have analysed the data. The purpose of this chapter is to further 
consolidate that analysis in order to re-conceptualise a response to the original 
research question: 
How do temporary engagements, as an employment strategy of Education 
Queensland, impact on the beginning secondary teacher? 
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The re-conceptualisation from the 'Beginning Temporary Teacher Theoretical 
Framework' (Figure 3.2) to the 'Continuums of Tension' (see Figure 8) connects the 
model of the personaVprofessional journey of the beginning teacher/employee from 
temporary to pe1manent employment (Figure 3.2) to the accounts of the participants 
captured in chapters 6 and 7. It represents a theoretical explanation of the connection 
through a deeper understanding of tension, the major theme to emerge from the 
framework/model and the beginning teachers' accounts. 
At the beginning of this thesis, I described the personal tension that, as Deputy 
Plincipal, I perceived between supporting beginning temporary teachers and 
implementing the policies of Education Queensland. Tension also emerged as a 
clitical concept from the literature and as such was integrated into the Beginning 
Temporary Teacher Theoretical Framework (refer Figure 3.2). The issues identified 
in Chapters 2 and 3, woven into the theoretical framework and embedded within the 
findings of this study also related to the notion of tension. These were: 
connectedness, distinction, precaliousness, negativity, under-utilisation and partial 
representation. Tension further emerged from the analysis of the data and for all of 
these reasons, has been re-conceptualised as the 'Continuums of Tension' in this 
concluding chapter. 
Following on from this three 'Actions to Resolve the Tensions' to reduce the negative 
impact associated with being a beginning secondary teacher on temporary 
engagement with Education Queensland will be examined. Subsumed within these 
three statements are an induction kit, a clear articulation of the roles and 
responsibilities of Education Queensland personnel and a selies of recommendations 
for the key stakeholders. 
Whilst acknowledging that the case involved an in-depth study of four beginning 
secondary teachers and three other categories of participants, the 'case' also included 
a clitique of the current policy and strategies surrounding temporary employment 
within Education Queensland, the Queensland Teachers' Union and the Board of 
Teacher Registration (Chapter 2), and the findings of the earlier research project 
'Beginning Teachers, Temporary Engagement and Permanency' (Appendix 1) 
conducted in 1998/99 involving both primary and secondary beginning teachers. 
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Although this does not given licence to generalise it does provide support for 
expanding the notion of beginning secondary teacher to beginning teacher on 
temporary engagement. Consequently 'beginning teacher' as a te1m has been adopted 
in the remaining sections of this chapter. However, such an approach is tempered 
with the idea that although presented to be more inclusive of other temporary 
beginning teachers, its purpose is to present a comprehensive framework to be 
further critiqued, investigated and researched. 
The final two sections of this chapter provide elaboration of the limitations of this 
study and a final concluding comment. 
A Conceptual Framework 
In the main the findings of this study have complemented the work of other 
researchers, notably Draper, Fraser, Raab and Taylor (1997) and their work with 
Scottish probationers on broken patterns of employment. It has also built upon the 
earlier work of Tromans, Daws, Limerick and Brannock (200 1) and their study of 
Education Queensland beginning teachers on temporary engagement, by studying in-
depth the experience of four secondary teachers from that original study. The 
conceptualisation of that 'experience' is outlined below. 
This thesis has investigated the employment by Education Queensland of four 
beginning secondary teachers on temporary engagement, or a series of temporary 
engagements. It would be naive to advocate the total abolition of temporary 
engagements as an employment strategy for the appointment of beginning teachers. 
The reasons are two-fold. Firstly, pe1manency is not the desired or preferred option 
for employment for all employees. Some teachers choose temporary or casual 
employment as their preferred option. 
Secondly, the use of temporary engagements as an employment strategy is the 
current system operating within Education Queensland, and will continue to be for 
the foreseeable future. Its use reflects general trends towards the casualisation of the 
workforce. However, this trend within Education Queensland has been moderate in 
comparison with some other state education bureaucracies within Australia, other 
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industlies and within the plivate sector. Although not regarded as the ideal by the 
participants in this study, both Education Queensland and the Queensland Teachers' 
Union have accepted temporary engagement as a useful employment strategy. 
The major benefit for Education Queensland in using temporary engagement is in the 
provision of flexibility in staffing (as recognised by Blidges, 1990). It is unfortunate 
that it is the beginning teacher who usually provides that flexibility since they 
constitute the main cohmt from which the newly appointed teachers are selected. 
The use of this 'young and cheaper' teacher group in the United Kingdom has been 
noted and lamented by Healy (1999) and Whitty (1997). However, at this point in 
time there does not seem to be any evidence that Education Queensland is employing 
graduates as opposed to expelienced teachers because of budgetary constraints. 
Rather, it seems that there is a commitment by Education Queensland to employ 
graduates in the first instance to provide them with an opportunity for employment. 
However, a note of caution needs to be flagged as schools move along the road 
towards school based management and the possibility of an increase in the rate of 
employment of some of its teaching staff from within the school budget. The 
situation that Healy ( 1999) and Whitty ( 1997) desclibed above may well alise within 
Queensland state schools with limited resources. 
It is not so much the use of temporary engagement that has emerged as the major 
concern of this thesis. The major concern has more to do with the poor management 
of this employment strategy. This has been raised as an issue by a number of wliters, 
notably Hufferdine (1992), McGaw (1992), Rizvi (1993), Draper, Fraser, Raab and 
Taylor (1997), Barnes and O'Hara (1999) and Bryson (1999) who provide examples 
of poor management of temporary employees within the teaching and higher 
education contexts. 
Management is meant here in the broadest possible sense to include all of the 
stakeholders, including Education Queensland personnel from Cental Office, at the 
Distlict Level and within the School, the Queensland Teachers' Union, the 
Universities and the beginning teachers themselves. The term incorporates personnel 
charged with the responsibility of providing coordinated, systematic and systemic 
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professional and occupational supp01i for the beginning teachers through all phases 
from pre-employment to permanent or temporary employment with Education 
Queensland. In keeping with the trends towards 'temporary employment', Education 
Queensland policies and their implied practices need to be reviewed, clarified, 
articulated and transparently communicated to all employers within the organisation. 
However, it should be noted that better management can only ameliorate some of the 
negative effects of temporary employment. It will not remove the 'temporariness' 
from temporary employment that can only be alleviated by permanency with its 
security and continuity of employment. In addition, better management may lead 
through improved practice to a better understanding of the issues sunounding 
'temporary employment'. 
Whilst this thesis reveals some examples of exemplary individual practice supporting 
the beginning teacher on temporary engagement, it also highlights a significant 
number of examples of poor practice. Poor practice has been indicated by gaps in 
the information and support being provided to this group of beginning teachers, by 
differential and discriminatory treatment, and by policy, practices and processes 
being implemented in an inconsistent, unsuppo11ed, and uncoordinated manner. 
As a general rule for the individual beginning teacher, temporary engagement as an 
employment option represents a poor start to a person's working life. All of the 
participants involved in this study indicated far more disadvantages, than advantages 
to being temporarily employed. These disadvantages tended to imply 'less-than', and 
have as a core 'poor management' that may be attributed to a lack of knowledge and 
understanding of Education Queensland policy, a degree of ambivalence in 
supporting temporary teachers with occupational concerns, and an inability to meet 
the needs of beginning teachers on temporary engagement. 
Potentially this adds to the marginalisation of a group of vulnerable employees who, 
as stated in the interviews, perceive they have no secmity associated with 
permanency, very little positional power to effect change within the organisation, 
little control over some of their working conditions, and a limited range of avenues to 
redress inequities and concerns. These factors may contribute to the attrition rate of 
beginning teachers, a contention supported by other writers (see Hoffman, Edwards, 
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O'Neal, Barnes and Paulissen 1986; Ruling-Austin 1986; Varah, Turner and Parker 
1996). A recent study by Education Queensland (1999b) of the reasons for the 
resignation of beginning teachers lists: insufficient support, professional conditions 
of the workplace, and insufficient professional development as key factors in their 
decision to resign. An additional factor cited was being unable to obtain the 
employment status desired, that is, pennanency. Not only are these reasons for 
resignation worthy of a policy response, but equally so are the less frequently 
considered and related concepts of underemployment and unemployment for 
beginning teachers raised by McWilliam and Kirk (1993). The beginning teacher 
represents a valuable resource which is under-utilised, under-employed and under-
valued when they are employed as temporary employees on broken patterns of 
employment, especially at a time of teacher shortage. Rectifying these shortcomings 
not only requires changing policy and practice, but also requires an attitudinal shift 
by some personnel who view teachers on temporary engagement as being of poor 
quality, reflected by the treatment received (see also Morrison, 1999). 
In addition, a reduction in support and working conditions for the newcomer due to 
their temporary employment status may reduce a person's commitment and loyalty to 
the organisation. Education Queensland as the employing authority cannot afford to 
lose through poor management one of its best resources -the beginning teacher. The 
Universities too need to ensure that their practices acknowledge the current and 
different working patterns, and conditions of beginning teachers whilst still 
encouraging their entrants to continue to select teaching as a profession of choice 
(see Cowan, 1997). 
The Beginning Temporary Teacher Theoretical Framework (refer Figure 3.2) 
conceptualised from the literature and supported by the findings of this thesis 
presents a more holistic view of the beginning teacher experience. This view strongly 
suggests that the work of teaching be considered as both a profession and 
occupation, a description of which was outlined in Chapter 1 and explained in 
subsequent chapters. Both dimensions involve support to assist in the smooth 
transition into the workplace, but as described earlier, the emphasis of each is 
different. It is the contention of this thesis that the latter dimension has been 
neglected for some in the temporary beginning teacher employee group. This neglect 
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is further exacerbated by the very nature of temporary employment. As such, the 
Universities and the employing authorities need to jointly prepare beginning teachers 
for both roles. This view frames the concepts developed in the remaining sections. 
The Continuums 
The conceptual framework developed here (see Figure 8) represents a theoretical 
explanation of the 'tension' captured in the original framework (Figure 3.2) and the 
participants' accounts (chapters 6 and 7), and are presented in two parts: 
1. A series of four Continuums of Tension. 
2. Actions to Resolve the Tensions. 
The 'Continuums of Tension' locates the perspective of the four beginning teachers 
who have been employed by Education Queensland on a temporary engagement, 
together with the perspective of Education Queensland. It is acknowledged that a 
degree of tension is inevitable when such a large organisation such as Education 
Queensland is expected to satisfy such a diverse range of clients. However, such an 
acknowledgment must be tempered when a particular client group is severely 
disadvantaged as is the case with the temporary beginning teacher. In addition, the 
tension represented by the continuums has more to do with the implementation and 
management of Education Queensland policies rather than with intent of those 
policies. It has to be acknowledged that Education Queensland has in place a 
number of policies that represent their intent with regard to temporary employment. 
However the intent has not always been effectively implemented or managed. The 
continuums of tension are an attempt to explore and remediate that shortcoming. 
The first continuum is the: 
Permanent Employment ....................................... Temporary Employment 
Education Queensland as an employing authority is operating for the main part at the 
pe1manent end of the continuum. The rate of pe1manency for teachers with 
Education Queensland is 95%, and as such the majority of teachers are pe1manent 
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Figure 8 Continuums of Tension 
·········································································~ CONTINUUMS OF TENSION 
Education Queensland Beginning Teachers 
on Temporary Engagement 
Permanent Employment 
Temporary Employment 
System Perspective 
Individual Perspective 
Teaching as a Profession 
Teaching as a Job 
Permanent Beginning Teacher 
University Graduate 
• •••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••• 
ACTIONS TO RESOLVE THE TENSIONS 
• Effective Provision and Targeted Communication of Information. 
• Support, Induction and Professional Development. 
• Coordinated Approach between Education Queensland, Queensland 
Teachers' Union, the Universities, and the Beginning Teacher. 
employees. The beginning teacher on temporary engagement is operating at the other 
end of the continuum. Since the majority of teachers are employed permanently, the 
perspective of Education Queensland and the Queensland Teachers' Union tends to 
favour by sheer volume of numbers the needs of the majority. Some of the needs of 
the majority met by Education Queensland and the Queensland Teachers' Union 
include: access to professional development and induction; equity in working 
conditions, awards and benefits; continuity and security of employment; and full 
representation. These are the taken-for-granted and expected outcomes in the 
organisational relationship between employer and employee. The employee is 
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expected in return to provide competence in performance, and loyalty and 
commitment to the employing authority. 
However, a majority of permanent employment for one group implies a minority of 
temporary employment for another group. In this case the minority constitute those 
teachers employed on a part-time (pe1manent or temporary) basis, temporary 
engagement, and as casual, relief or supply teachers. Within this minority is the 
subset of the beginning teacher. Although the policies of Education Queensland and 
the Queensland Teachers' Union suggest a reasonable parity of working conditions 
for all employees within Education Queensland, there are examples where this parity 
does not occur, for example, sick-leave entitlement, continuity of employment, 
holiday pay, access to professional development and induction, Union involvement, 
treatment by personnel within the school. 
Indeed, the very nature of the word 'temporary' in temporary engagement militates 
against access to the same working conditions as permanent employees. Late entry 
into the school, insecurity surrounding employment, lack of knowledge of the school 
system, being a subset of a minority group within the teaching population, 
intermittent support and assistance, short term focus, and interrupted communication 
networks are factors associated with temporary employment. The impact of these 
factors is compounded in the case of the beginning teacher who is new to the 
teaching profession, Education Queensland, and a particular school. This 'newness' 
and 'temporariness' can easily be unintentionally exploited by the system. This 
tenuousness and difference in working conditions for all temporary teachers (and in 
particular the beginning teachers) needs to be fully recognised, acknowledged and 
addressed by Education Queensland and the Queensland Teachers' Union. The 
transition for the beginning teacher into the teaching profession in the new 
millennium should be challenging, positive and supported. The system must not 
neglect to meet the needs of the beginning teacher who enters the profession and who 
is employed in a non-conventional manner. 
233 
The second continuum is the: 
System Perspective .................................................. Individual Perspective 
The second continuum follows on from the first in that Education Queensland as a 
large bureaucratic and hierarchically structured organisation tends to have as its 
perspective the system, collective or whole-of-group approach. Laura's comment, 
that permanent employees become a little 'complacent' about their pe1manency and 
therefore have little understanding of the concerns associated with temporary 
employment, suggests that Education Queensland may not be aware of meeting the 
needs of a 'handful' of teachers on temporary engagement that may be operating 
within a school (see also Steffy, 1989; and Keating, 1996). Education Queensland as 
a system only partially accommodates the minority groups within the teaching 
profession. Education Queensland at all levels needs to value all forms of 
employment types within the organisation. 
The Strategic Plan (Education Queensland, 1997a:8) describes a 'skilled, confident 
and responsible workforce' that meets the needs and attains professional growth of 
individuals. It lists as its strategies to 'implement effective staff recruitment and 
selection processes', 'embed equity and equal employment opportunity principles in 
recruitment and selection processes', and 'develop and coordinate in-service, 
professional development and training for all school-based staff to meet identified 
school needs'. The system needs to ensure that this 'handful' of temporary beginning 
teachers is not lost to Education Queensland and the teaching profession because of a 
departmental inability to be flexible to accommodate their specific job related needs. 
The fact that policies have been written, reviewed and updated by Education 
Queensland is a step in the right direction to address this disparity. However, these 
policies when implemented within a school can exacerbate this disparity. The system 
perspective ensures that uniformity is maintained through the 'generic', yet specific 
Education Queensland policy statements, for example, Department of Education 
Manual (DOEM). These generic policy statements that pe11ain to the temporary 
teacher include processes and statements about appointment, conditions of 
employment, induction, professional development, managing unsatisfactory 
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performance, assessment and reassessment, and the teacher transfer policy. Although 
introduced to ensure a degree of equity, when operationalised can in some cases be 
quite inflexible in terms of fractional and restrictive staffing allocative models, a 
standardised approach to the timing and content of induction for beginning teachers, 
fixed timetabling structures within schools, and budgetary constraints for accessing 
professional development. This 'inflexibility' does not meet the actual employment 
needs of the temporary beginning teacher who requires a high degree of flexibility to 
be inducted and socialised into the work site and profession. 
In addition, the Queensland Teachers' Union is collective in its bargaining for 
improved conditions. Greg Myers, a Queensland Teachers' Union representative, in 
his interview commented on the fact that temporary employment was more 
individualised employment and that the Union should differentiate amongst the 
various groups of employees. 
Perhaps differentiation and individualisation hold the keys to a better support process 
for beginning teachers on temporary engagement who may be the only such 
individual in a school. There seems to be a dichotomy between the concept of a 
system's perspective, and the flexibility needed to meet the job specific needs of the 
temporary and beginning teacher employee group. However, a solution may rest 
with a change of focus from Education Queensland as the employing authority to the 
school as the most appropriate site to support and induct this temporary employee 
group into the profession. It could be argued that in the climate of school based 
management and devolution of responsibility, there is sufficient scope for school-
based personnel to achieve differentiation if there is the knowledge of alternative 
practices with financial supp01t, and if there is the willingness to change and 
accommodate these differences. 
The third continuum is the: 
Teaching as a Profession ................................................ Teaching as a Job 
The literature review has shown that most research in the area of beginning teachers 
has tended to focus on the professional issues surrounding teaching. Research has 
dealt with the beginning teacher within the classroom, their perceived problems, 
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support and assistance required, their professional development, and their transition 
from graduate to beginning teacher. This professional preparation of teachers has 
been the emphasis for both the Universities as the training institutions and Education 
Queensland as the employing authority. What has been less well researched is that 
teaching is an occupation with different employment options, and resultant working 
conditions. 
The study, repmted in this dissertation, has provided a strong justification for 
unde1taking research in the area of temporary employment for beginning teachers. 
This justification was strengthened by the recognition of significant negative effects 
of temporary working conditions on the personal and professional well being of the 
beginning teacher. This work is supported by Draper, Fraser, and Taylor (1998) who 
also recognise teaching as a job of work and as a profession. Teaching as a 'job of 
work' tends to be more inclusive of teaching as an occupation, since it includes 
industrial considerations, long term career options, future employment, working 
conditions, and moves beyond the professional context of teaching students within 
the classroom. 
Inherent in the working conditions for some beginning teachers on temporary 
engagement are the uncertainty of employment, the lack of continuity and the 
inherently tenuous nature of temporary employment. Increased stress levels, lack of 
financial stability and varying effects on commitment, motivation, sense of 
belonging and ownership, establishing relationships and differential treatment have 
been associated with these working conditions. These negative features can be added 
to the often 'painful' experiences for any beginning teacher starting their career. This 
study showed that broken patterns of employment result in some of the individual 
beginning teachers not being fully conversant with, and not being able to implement 
school, student behaviour management and curriculum policies. The reasons include 
frequent change and turnover of teachers with particular classes, lack of lead-in-time 
to become familiar with the school policies and practices, and being new to the 
profession and to the school. 
All professions have their 'occupational' dimensions, and a~ times these will take 
centre stage to the classroom professional needs for the individual. Teaching must be 
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viewed and acknowledged by the employing authority from both perspectives. The 
neglect of these 'occupational' dimensions has been shown by this study to adversely 
impact the beginning teacher's transition into teaching. To acknowledge that there is 
an additional perspective suggests a significant need for support for the individual 
teacher. Just as professional development is offered to support a beginning teacher 
with a specific classroom need or problem, so too is there a need to support the 
beginning teacher in job specific areas, for example, gaining permanency, increasing 
their Suitability Rating, and providing suitable induction for those beginning teachers 
with broken patterns of employment. 
The beginning teacher on temporary engagement will have different priorities at 
different times during the beginning stages of their career. Teaching as a job will 
have a priority when a temporary engagement is finishing, when the reassessment of 
the Suitability Rating is due, or when future employment options are negotiated. 
Teaching as a profession will be a priority at the commencement of a term, when a 
new program is being introduced, when students are misbehaving or when reports 
need to be completed. These too sets of priorities are not mutually exclusive and 
may occur concurrently. At the end of a term the continuity of employment for the 
next term may be of a higher priority for the beginning teacher on temporary 
engagement than the completion of student reports (see McArthur, 1981). As such, 
these priorities need to be recognised, negotiated and addressed as separate and 
sometimes competing priorities. 
Finally, the fourth continuum is the: 
Permanent Beginning Teacher ..................................... University Graduate 
The model of teacher career stages (see Figure 3) developed in Chapter 3 
acknowledged that teachers pass through a series of stages in their career life cycle 
(Burden 1982; Fessler and Christensen 1992; Fuller 1969; Gregorc 1973; Huberman 
1989; Katz 1972; Leithwood 1992; Sikes Measor and Woods 1985; Unruh and 
Turner 1970 and Vonk 1989). Fessler and Christensen (1992), Fuller (1969), Urnuh 
and Turner (1970) and Vonk (1989) support the notion of a pre-service stage in the 
career life cycle. 
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This thesis suggests that these career stages need to be further refined. The 
reason for doing so is related to the individual's different personal and professional 
needs as they move from pre-employment to employment. The needs of the 
individual are distinctive yet intenelated and cumulative. In the past, the movement 
from pre-employment to beginning teacher stage in terms of gaining permanent 
employment was fairly straight forward. Education Queensland's dominant 
perspective has been the appointment of the beginning teacher to a permanent 
position for a substantial period of time in the one location and commencing at the 
beginning of the school year. However, the trend towards casualisation has changed 
that perspective. Beginning teachers are being appointed as permanent or temporary 
employees commencing at varying times dming the year, in a range of locations and 
for varying periods of time. The following division into sub-stages recognises this 
change and attempts to address their differing needs. 
These sub-stages are: 
1. University graduate. 
2. Graduate applicant. 
3. Graduate beginning teacher. 
4. Beginning teacher on temporary engagement. 
5. Beginning teacher permanently appointed with Education 
Queensland. 
The first stage is the university graduate attending University whose needs during 
that period of time are both to be professionally prepared for teaching, and to be 
prepared for employment with an employing authmity. The latter preparation 
involves understanding issues of teacher supply and demand, the changing labour 
market, the nuances of applying for a position with Education Queensland, and the 
implications that these issues have for their career choice to become and remain a 
teacher. 
The second stage is the graduate applicant in their final year of University who is 
actually in the process of applying for a position with Education Queensland or other 
employing authorities. The graduate applicant needs information on the process and 
skills required for applying for a position with Education Queensland. Although the 
application process has been well developed and presented in a written form, its 
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communication to the graduate population needs to be reviewed to ensure a 
comparability in the preparatory process of an application by all graduates. In this 
era of teacher shortage, Education Queensland must ensure it recruits, selects and 
retains the best and brightest applicants. Communication of the benefits of 
employment with Education Queensland as part of a public relations exercise for 
recruitment and selection goes hand in hand with an explanation of the contents of 
the application package. 
The third stage is the graduate beginning teacher who is actively pursuing 
employment and who is waiting for a position with Education Queensland. This is a 
stage where the individual should show some initiative and be pro-active in their 
pursuit as an applicant for a position. The applicant needs to have a solid 
understanding of the appointment process, the different types of vacancies within 
Education Queensland, the role and responsibilities of District and School-Based 
personnel in recruitment and selection, the teacher transfer policy, permanent and 
temporary engagement as employment strategies, pathways to permanency and the 
Suitability Rating. 
The fourth stage of the beginning teacher on temporary engagement may not 
apply to all, but should be recognised since it involves some very specific needs at 
that stage of their career. The employee needs of this group involve access to 
information about their working conditions, equitable access to professional 
development and induction, and preparation for permanency (if desired). The final 
stage for most is the beginning teacher permanently appointed to Education 
Queensland with full membership to the profession and to the employing authority. 
Actions to Resolve the Tensions 
As suggested by Barnes and O'Hara (1999) the professional and industrial 
implications of temporary employment need to be broadly tackled at the institutional, 
departmental and individual level. The three 'Actions to Resolve the Tensions' (see 
Figure 8) utilises Barn and O'Hara's (1999) framework in order to reduce the 
negative personal and professional impact for a beginning teacher of being a 
temporary employee with Education Queensland. 
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Effective Provision and Targeted Communication of Information 
It was shown in the previous chapter that the information provided to the four 
beginning teachers by Education Queensland was under-utilised by them, and that 
there was little understanding of its contents. It was argued that the information had 
potential relevance for beginning teachers on temporary engagement and that it was 
essential to communicate this information in a timely, coherent, consistent and 
coordinated manner. 
Using the sub-stages of university graduate through to permanent beginning teacher, 
an 'induction kit' has been developed to provide the necessary information to an 
individual at the various stages. Table 8.1 represents a sketch of an outline of the 
contents of such an 'induction kit'. The content of the table below needs to be 
developed more fully through consultation with personnel from Education 
Queensland, the Queensland Teachers' Union, the Universities and the Board of 
Teacher Registration. However, the 'induction kit' illustrates the extent of the 
professional and job specific needs that should be met at the different stages. This 
'induction kit' has focussed more on the 'work' dimensions of being a teacher. The 
professional development needs of the beginning teacher in the classroom, and in the 
school would supplement the information stated below. 
This information could be presented in the form of a series of booklets for each stage 
with accompanying manuals for the Education Queensland personnel charged with 
the responsibility of implementing its contents. It could be developed as a series of 
self paced learning modules to be completed by the individual, an interactive CD or 
an on-line program for use by the graduate, the beginning teacher and personnel 
within Education Queensland. Finally, it could be presented as a combination of 
these options. 
Acting upon the contents of the information provided cannot and should not be a 
solitary affair. The individual aspirant needs assistance throughout all stages from 
pre-employment to seeming full-time permanent employment (if desired) with 
Education Queensland. The next section elaborates further on this idea of support. 
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Table 8.1 
Stage of .... 
1. University Graduate 
2. Graduate Applicant 
3. Graduate Beginning 
Teacher 
The Induction Kit 
Information on ..... 
• Teacher Supply and Demand 
• Becoming a Teacher 
• Career Opp01tunities 
• Recruitment and Selection Procedures for Education 
Queensland 
• Public Education in Queensland 
• Membership Information from Queensland Teachers' Union 
• Completing the Application for Employment with Education 
Queensland 
• Preparation and Presentation of Work Sample 
• Writing to the Selection Criteria 
• Preparation and Presentation of the Interview 
• The Application Process 
• Reassessment 
• Suitability Ratings 
• The Appeal Process 
• Teacher Transfer Policy 
• Provisional Registration with the Board of Teacher Registration 
• Queensland Teachers' Union Membership 
• Appointment Processes 
• Contact Details of District Offices 
• 
• 
• 
Becoming a Supply Teacher 
Keeping in Contact with your District Offices 
Preparation and Distribution of a Curriculum Vitae 
4. Beginning Teacher • Factors affecting Permanency 
Reassessment of the Suitability Rating 
Preparation for Permanency 
on Temporary • 
Engagement • 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
5. Permanent Beginning • 
Teacher • 
• 
• 
• 
• 
• 
• 
Creating a Portfolio of Performance 
Access to Induction and Professional Development 
Networking with other Beginning Teachers 
Roles and Responsibilities of Education Queensland Personnel 
In-School Support 
Being a Valued Member of Staff! 
Conditions of Employment 
Teacher Transfer Policy 
Addressing Performance Issues 
Full Registration with Board of Teacher Registration 
A venues of Redress 
Grievance Procedures 
Termination of a Temporary Engagement 
Coping with the Uncertainty of Employment 
Being a Member of the School Community 
Remember I am just a Beginning Teacher! 
Asking for Assistance 
Access to Induction and Professional Development 
In-School support 
Networking with other Beginning Teachers 
Conditions of Employment 
Education Queensland Interim and Confirmation Reports 
Full Registration with Board of Teacher Registration 
Managing Unsatisfactory Performance 
Asking for Assistance and Expectations as a Beginning Teacher 
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Support, Induction and Professional Development 
The package of information alone will not satisfy the needs of the graduate, and/or 
beginning teacher. The roles and responsibilities of Education Queensland personnel 
need to be clearly articulated and coordinated to ensure that the individual is 
supported from the graduate stage to the end stage of being a beginning teacher. 
Table 8.2 considers the roles and responsibilities of Education Queensland personnel 
to support an individual at the various stages in their pursuit of employment. The list 
is by no means exhaustive but has been presented to stimulate comment. 
The list stated below is not dissimilar from the checklist for induction compiled as 
part of the 1995 Employee Induction Schedule (Department of Education, 1995:HR-
04/3). However this cunent list transcends the notion of induction and is more 
inclusive of all of the stages and needs of the beginning teacher. These roles and 
responsibilities have been extended further in the list of recommendations developed 
in the next sub-section of this chapter. The roles and responsibilities for each group 
are not meant to be mutually exclusive. For example, a team of School-Based and 
District Office personnel could distribute the infmmation to graduates at the 
University. Representatives from all levels need to be involved in the development of 
this statement of roles and responsibilities since its full implementation has 
substantial resourcing implications. These implications include additional staffing to 
implement such a program and additional costs associated with the provision of 
professional development and training, the development and implementation of the 
'induction kit', and the introduction of a state-wide 'mentoring' program. The mentor's 
role would include not only support for the beginning teacher in the classroom, but 
would also offer assistance with the process of obtaining permanency (if desired). 
The major responsibility for individualised support does lie firmly within the school 
since it is the school-based personnel who work closely with these beginning 
teachers in both the occupational and professional spheres. As such, the concomitant 
support for school-based personnel to perform these duties is also of paramount 
importance. 
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Table 8.2 
Personnel in: 
l.Central 
Office 
2. District 
Office 
3. Schools 
Roles and Responsibilities of Education Queensland Personnel 
Roles and Responsibilities of Education Queensland Personnel 
• Distribute information to graduates 
• Develop a promotional campaign for the recruitment and selection of 
graduates 
• Review existing policies for supporting temporary and permanent 
beginning teachers 
• Develop the information package for all stages from pre-employment 
to permanent employment 
• Professionally develop District and School-Based personnel 
• Design and communicate transparent and consistent processes for 
temporary and permanent appointments within schools 
• Track and monitor the performance of teachers and beginning teachers 
on temporary engagement 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
Maximise the length of a temporary engagement within a school 
Maximise the number of schools in which a beginning teacher is 
appointed within their first year of teaching 
Allow sufficient lead in time to induct a beginning teacher on 
temporary engagement into the schools 
Engage in transparent and consistent appointment processes 
Appoint a mentor for each beginning teacher on temporary engagement 
Professionally develop the 'mentor' 
Support a 'mentor' program within the school 
Implement an individualised induction program for beginning teachers 
on temporary engagement 
Ensure equity of access to induction and professional development for 
all employees 
Ensure the completion of forms for 'full' teacher registration with the 
Board of Teacher Registration 
Reduce the teaching load of beginning teachers on temporary 
engagement 
Ensure that beginning teachers on temporary engagement teach only 
their qualified areas 
Prepare graduate applicants in their application for employment with 
Education Queensland 
Assist District Office personnel with the appointment process of 
beginning teachers on temporary engagement 
Be conversant with the Education Queensland policy on temporary 
teachers 
Provide relevant job specific' information to beginning teachers on 
temporary engagement 
Assist beginning teachers on temporary engagement with their 
reassessment process 
Advocate for permanency for the beginning teacher on temporary 
engagement 
The benefits of such a well managed program are numerous and could go some way 
in addressing the concerns of teacher shortage, increasing the retention rates of all 
beginning teachers whether they are permanent or temporary, increasing the rate of 
collegiality of teachers working collaboratively together within schools, improving 
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commitment by the employees to the organisation, and in reducing the effect of 
marginalising a particular group of employees. 
Coordinated Approach between Education Queensland, the Queensland 
Teachers' Union, the Universities and the Beginning Teacher 
The very nature of a professional doctorate implies some professional implications 
mising from the thesis. Just as the roles and responsibilities have been delineated for 
the various levels within Education Queensland so does there need to be a listing of 
recommendations for all of the stakeholders with a vested interest in the beginning 
teacher. The stakeholders are Education Queensland, Queensland Teachers' Union, 
the Universities and the beginning teacher. The benefits of implementing these 
recommendations would accrue not only to the cohort of beginning teachers on 
temporary engagement, but also to other temporm·y teachers. This latter group of 
teachers may experience similm· concerns to those of the beginning temporary 
teacher in this study. 
Education Queensland 
This thesis has explored Education Queensland's employment strategy of temporary 
engagement, from the perspective of Education Queensland personnel. Education 
Queensland as the employing authority has been the focus of the critique and as such 
will be the focus of a series of recommendations, given that Education Queensland 
has the major responsibility in preparing graduates for sustainable long term 
employment with Education Queensland. 
It is recommended that Education Queensland: 
1. liaise with the Universities and the Queensland Teachers' Union to develop 
and implement a consistent and coherent program for graduate applicants 
and beginning teachers applying for positions with Education Queensland, 
ii. publicise and promote the policy of the maximisation of permanent 
employment, 
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iii. review the current Education Queensland policy for temporary teachers 
and ensure through professional development that Education Queensland 
personnel at all levels are conversant with the contents of the policy and its 
implication for their practice, 
IV. develop and articulate the roles and responsibilities of Education 
Queensland personnel in the management of beginning teachers on 
temporary engagement, 
v. support Education Queensland personnel in implementing these roles 
and responsibilities whilst recognising that school based personnel play the 
major role in supporting the individual beginning teacher on temporary 
engagement, 
vi. prepare information that is current, relevant, comprehensive, coherent 
and user friendly for use by graduate applicants, beginning teachers, 
temporary teachers and Education Queensland personnel, 
vii. individualise the support for the beginning teacher on temporary 
engagement, 
viii. provide quality assurance measures for the support required and 
received by beginning teachers on temporary engagement during their first 
year of teaching regardless of employment status and/or broken patterns of 
employment, 
ix. articulate in Education Queensland documentation the valuable 
contribution of the temporary teacher within our system, 
x. accommodate the range of non-conventional forms of entry into 
teaching, for example, staggered or late entry, supply, part-time (temporary 
or permanent), temporary, periods of unemployment, combinations, 
xi. recognise the needs of the beginning teacher as a professional embarking 
on their career and as an employee beginning their employment with 
Education Queensland, 
xii. ensure that Education Queensland's practices are inclusive and equitable 
for all employees regardless of employment status, for example, access to 
professional development, termination, managing unsatisfactory 
performance, addressing performance issues, avenues of redress, conditions 
of employment, discriminatory practices, access to employee services, 
induction programs, career advancement, 
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xiii. maximise the length and location of temporary engagements for a 
beginning teacher to reduce the instability associated with frequent changes, 
xiv. reduce the negative personal and professional impact of the use of 
temporary engagement for the individual teacher, that is, uncertainty 
surrounding the extension of temporary engagement beyond a term, frequent 
change, insufficient lead time, lack of preparation for the temporary 
appointment, inadequate information about the classes, subjects and school, 
and ad hoc induction programs, 
xv. articulate and implement transparent and consistent processes for the 
appointment of teachers on a temporary engagement and to a permanent 
position, 
xvi. track and record the performance of beginning and temporary teachers 
with broken patterns of employment to assist the teacher and the school in 
making decisions about a future offer of employment, and 
xvn. conduct further research into the impact of temporary employment on 
the beginning teacher, the school and the organisation. 
Queensland Teachers' Union 
It is recommended that the Queensland Teachers' Union: 
i. continue to advocate for the maximisation of permanent employment for 
all employees, 
n. continue to liaise with Education Queensland and the Universities about 
best practice for appointing and supporting beginning teachers on temporary 
engagement, 
iii. continue to monitor and reduce differential practices implemented by 
Education Queensland towards temporary teachers, 
iv. improve their membership rates amongst temporary teachers with broken 
patterns of employment by developing effective means of support and 
communication, 
v. ensure that the Queensland Teachers' Union school representatives are well 
versed in the issues surrounding temporary employment and are able to 
support the beginning teachers on temporary engagement, 
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vi. develop a more individualised program to support minority groups of 
employees such as beginning teachers on temporary engagement, supply 
teachers, teachers on temporary engagement, and part-time teachers, and 
vii. conduct research into the areas of casualisation, Union representation of 
minority teaching groups, and temporary teaching. 
The Universities 
It is recommended that the Universities: 
i. acknowledge the role of the University in the preparation of teachers for 
a profession as well as for employment, 
n. continue to liaise with Education Queensland as the major employing 
authodty to consider how best to prepare their graduates in applying for a 
teaching position with Education Queensland, 
iii. investigate coordinating with other Universities in Queensland to provide 
equitable preparation for all graduates wishing to apply for a position with 
Education Queensland, 
IV. structure the final year practicuum report to be more compatible with its 
use in the employment application process with Education Queensland, 
that is, headings compatible with the application selection criteria, graded 
results, and 
v. consider a standardised final year practicuum report for use by all 
Universities. 
The Beginning Teacher on Temporary Engagement 
It is recommended that the beginning teacher on temporary engagement: 
i. avail themselves of the opportunities to access information and support in 
their preparation for a temporary or permanent position with Education 
Queensland, 
ii. access Education Queensland policies and practices in relation to 
recruitment and selection, temporary teaching, teacher transfer policy, 
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professional development, management of unsatisfactory performance, 
conditions of employment, and induction, 
iii. be pro-active in the quest for employment, permanency, reassessment, 
access to professional development and induction, and 
iv. develop a portfolio of performance and experiences whilst on temporary 
engagement to maximise further employment opportunities. 
The implementation of these recommendations would go a substantial way to remedy 
the situation for the beginning teacher on temporary engagement. It should be 
pointed out that some of the elements listed in the 'induction kit', in the list of roles 
and responsibilities of Education Queensland personnel and in the list of 
recommendations are already in existence. The aim has been to present a more 
strategic and holistic view that is more inclusive of all parties concerned. The 
usefulness of all three actions needs to be fully investigated. 
Limitations of the Research 
The strength of this thesis has been its focus on a very specific case, the employment 
on temporary engagement of four beginning secondary teachers by Education 
Queensland. As such, this study did not include beginning teachers from the primary 
or special school sectors (except in the earlier research project), nor did it attempt to 
critique the practices of employing authorities other than Education Queensland. 
Indeed, the criteria utilised for the selection of the four beginning teachers listed in 
Chapter 4 were very specific, and as such this study has not attempted to generalise 
to all beginning teachers or all temporary employees. The focus of this study was the 
beginning secondary teacher as a temporary employee of Education Queensland 
rather than a beginning teacher within the classroom. It can be recalled that the 
parameters of the research question were defined by the guiding hypotheses listed in 
Chapter 1. However, as stated earlier it needs to be acknowledged that in addition to 
the data source of four beginning teachers, the research base was broadened by the 
project 'Beginning Teachers, Temporary Engagement and Permanency' (Appendix 1) 
and the detailed critique of the current policy and strategies surrounding temporary 
employment within Education Queensland. As such Chapter ~ tends to generalise to 
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the broader group of temporary employees, the purpose of which is to provide a 
foundation for ongoing dialogue and research. 
This thesis has added to the knowledge about the impact of temporary employment 
on a pruticular teacher employee group. In sum, this study identified a number of 
problems associated with the employment by Education Queensland of beginning 
teachers on temporary engagement. These included poor management of the 
employment strategy by Education Queensland personnel, differential practices and 
treatment, a high degree of unce1tainty for the employee, inconsistent access to 
induction and professional development, varying degrees of commitment by the 
beginning teachers to the employing authority, and ill-defined pathways to 
permanency. 
The literature review identified that limited reseru·ch had been conducted in this area. 
Therefore, with an increasing trend towards temporru·y employment for teachers, 
there is a continued need to conduct fmther research in the following areas: 
1. The impact of the use of temporary engagements by Education Queensland 
on early childhood, primru-y and special education beginning teachers. 
2. The impact of broken patterns of employment on beginning teachers' access 
to induction strategies and programs and professional development. 
3. The impact of mature aged University entrants entering the teaching 
profession. 
4. The retention and attrition rates of beginning teachers employed on 
temporary engagement as compared to the rates of beginning teachers 
appointed to permanent positions with Education Queensland. 
5. The impact of temporary teachers on such pedagogical matters as student 
learning outcomes, relationships with school-based personnel, teaching 
performance, curriculum delivery, assessment and reporting, and long term 
planning and involvement. 
6. The range in temporary employment in teaching, that is, part-time, supply, 
and temporary engagements. 
The findings of the previously conducted research project 'Winning the Lottery? 
Beginning Teachers on Temporary Engagement' (refer Appendix 1) have 
complemented and have been extended by the findings of this dissertation. 
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The Final Word 
The warning signs have been posted. Since this type of employment option is still in 
its infancy in terms of numbers of teachers and in terms of information and processes 
provided to these teachers, there is a great potential to manage this group of 
employees in a more professional and inclusive way. Phrases such as 'sink or swim' 
and 'tlial and enor' used to desclibe the beginning teacher experience can also be 
aptly used to desc1ibe the beginning teacher experience on temporary engagement. 
These phrases are professionally inappropriate for any group of beginning teachers. 
The phrase that captures the essence of this expelience was coined by Chris who 
mentioned that induction whilst on temporary engagement was like 'a life jacket 
with holes'. A life jacket with holes also represents well the current entry process 
where the life jacket is the offer of employment on a temporary engagement, and the 
holes represent all of the deficiencies that are associated with temporary 
employment. It would be far better to provide 'a life jacket without holes'. This is 
meant to signify, that Education Queensland not only provide the employment 
oppo1tunity for university graduates but also provide and manage the support to 
assist a smooth transition into the teaching profession that by its very nature can be 
stormy for many neophytes. 
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APPENDIX 1 
WINNING THE LOTTERY? 
BEGINNING TEACHERS ON TEMPORARY ENGAGEMENT 
A report of a research project conducted by Queensland University of Technology 
and Education Queensland. 
Carla Tromans 
July 2000 
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1 . INTRODUCTION 
The review of the literature clearly shows a paucity of research in the area of 
beginning teachers being employed on a temporary contractual basis. Within 
Queensland, Australia the term used for temporary contractual employment is 
temporary engagement and since the report is set within that context the te1m 
temporary engagement will be use throughout the report. Since this area of research 
represents uncharted tenitory, the specific issues for the beginning teacher on 
temporary engagement m·e yet to be established. It is the professional judgement of 
the resem·cher based on experience that beginning teachers on temporm·y engagement 
are concerned with job secmity, commitment, relationships with members of the 
school community, and obtaining permanency or tenure. The literature seems to 
support this judgement. The beginning teachers on temporm·y engagement, however, 
have not been able to present their viewpoint nor has it been established that these 
are indeed the concerns for beginning teachers on temporary engagement. 
The research project described below acted as a forerunner to a professional 
doctorate, conducted by the author. The broad purposes of the resem·ch project were 
to firstly allow an opportunity for a large number of beginning teachers on temporary 
engagement to comment upon their feelings, opinions and perceptions about being 
on temporary engagement. Secondly, it provided a pool of beginning teachers on 
temporary engagement from which to choose the sample for the doctoral thesis. 
Finally, the findings of the research project provided a foundation from which to 
further develop the questions for the in-depth interviews for the thesis. 
The research project was published as an article for Teachers and Teaching: 
Theory and Practice [Tromans, C., Daws, L., Limerick, B. and Brannock, J. (2001) 
Volume 7(1), pp. 25-42] and was entitled Winning the Lottery? Beginning Teachers 
on Temporary Engagement. The research team comprised Carla Tromans, 
Associate Professor Leonie Daws, Director for the Centre for Leadership, 
Management and Policy at the Queensland University of Technology, and Associate 
Professor Brigid Limerick and Dr Jill Brannock, Senior Lecturer, from the Centre in 
Language, Literacy and Diversity at the Queensland University of Technology. 
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This report restates significant content of the published article and elaborates on 
findings not mentioned in that publication. This research project needs to be 
considered both as pmt of the thesis as well as a sepm·ate entity. There is quite a 
strong relationship between the two that goes beyond the research project acting as a 
forerunner to the thesis as stated above. The resem·ch project was part of the 
development of the overall theoretical framework. The thesis and this research 
project utilised the same body of literature. As such a review of the literature has not 
been included in this amended version of the rep01t but does appear in the completed 
journal article and as pmt of the thesis. The research methodology adopted for the 
research project is different from that utilised for the thesis. The research findings 
and discussion section of this research project m·e compatible with those contained in 
the thesis. 
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2. THE CONTEXT 
Beginning teacher, temporary engagement and permanency was the title of the 
research project designed to investigate the impact of the emerging casualisation of 
the teaching profession. In particular its focus was the expelience and perceptions of 
beginning p1imary and secondary teachers whose first appointment with Education 
Queensland, the employing authority, was on a temporary engagement rather than as 
a permanent employee on probation. 
The research project was conducted dming 1998 by personnel from the Centre for 
Policy and Leadership Studies at Queensland University of Technology and with the 
assistance of Education Queensland. The aims of the research project were: 
a. to track the number of temporary engagements for the 1997 beginning 
teacher cohort employed by Education Queensland, 
b. to gauge the feelings, opinions and perceptions of beginning teachers 
about temporary engagements and permanency, and 
c. to identify the expeliences both of those who have permanency and 
those who have not gained permanency. 
The target group for the study was the student teacher cohort who graduated from a 
college or university at the end of 1996, registered with Education Queensland, and 
received a temporary engagement as their first appointment in a school or similar site 
in 1997. 
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3. RESEARCH DESIGN 
One thousand two hundred and nineteen (1219) beginning primary and secondary 
teachers were appointed by Education Queensland in 1997. Of that group 543 or 
45% were offered a temporary engagement rather than a pe1manent appointment. 
The remaining 676 or 55% beginning teachers were offered a pe1manent position as 
a first appointment. These figures were provided by Mr Jim McGowan, Director 
Human Resources, Education Queensland. The figures came in the form of a request 
from Education Personnel System Version 2 (EdPhers) PENQ on the 26/6/1998. The 
request was for 'Education Queensland Teachers who graduated from courses ending 
at the end of 1996, with an interview rating of "S1", "S2" or "S3", and whose initial 
employment was a temporary engagement after 1996'. The breakdown was as 
follows: 
Total Number 
Cunently permanently employed 
Pe1manently employed, subsequently resigned 
Cunently temporarily employed 
Not cunently employed 
543 
232 
6 
176 
129 
The second request from EdPhers PENQ on the 26/6/1998 was for 'Education 
Queensland Teachers who graduated from courses ending at the end of 1996, with an 
interview rating "S1", "S2" or "S3", and whose initial employment was a permanent 
appointment after 1996. The breakdown was as follows: 
Total Number 
Cunently permanently employed 
Resigned 
Resigned, cunently temporarily employed 
Dismissed 
676 
635 
35 
5 
1 
The report that was produced with each request contained the employee number, 
name, Suitability or "S" rating, and employment history (temporary engagement 
and/or readmission, admission, change of duties, performing duties, transfer, 
locations) of each teacher in each group. This report was marked 'private and 
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confidential' and the contents were not to be disclosed to any persons outside of the 
research team. 
By June of 1998, of the original group of 543 beginning teachers on temporary 
engagements, 232 or 43% had been offered a permanent position. One hundred and 
seventy six (176) beginning teachers remained on temporary engagement. This 
represented 14% of the total cohort of 1219 beginning teachers in 1997 and is almost 
three times the quoted percentage on temporary engagement in Queensland State 
Schools (see Tattam, 1998). 
A questionnaire was sent out late in September 1998, to the original group of 543 
beginning teachers on temporary engagement, some of whom were now in 
permanent positions but all of whom had experienced being a beginning teacher on a 
temporary engagement. 
At the request of Education Queensland, acting in the role as the employing 
authority, the research team sent an introductory letter in early August 1998 to the 
target group which outlined the project and offered an opportunity for the 
participants to decline involvement in the project (Refer Appendix 13). Twenty-
three teachers declined to be involved. The remaining 520 teachers were sent the 
questionnaire developed for this project. In conjunction with this introductory letter 
and as a requirement of The Queensland University of Technology Human Research 
Ethics Committee, 'An Application for Approval to Undertake Research involving 
Human Experimentation' was unde1taken and was granted approval (Reference 
Number QUT 1539H). An Information Package and Informed Consent Form (Refer 
Appendix 10) was distributed with each questionnaire. Of the 520 teachers who were 
sent a questionnaire, information package and informed consent form 211 teachers or 
41% returned the questionnaire. No follow-up procedures were incorporated in the 
distribution of the questionnaire. 
The contents of the questionnaire were developed from issues derived from the 
literature, from in-house documents of Education Queensland and from the 
researcher's professional experience of working with b~ginning teachers on 
temporary engagement. The questionnaire was designed in such a way as to 
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facilitate quantitative computer analysis. Spaces for comment were included at the 
end of each section. A draft of the questionnaire was piloted with a group of teachers 
and academics. 
The questionnaire (Refer Appendix 9) was divided into six sections. Section 1 (1.1 
to 1.10) requested general 'Background Information' relating to age, sex, relationship 
status, status of children, qualifications, teaching work history, Suitability Rating and 
teaching area and sector. In Section 2, headed 'Perceptions of Temporary 
Engagements and Permanency', (2.1 to 2.5), the pmticipants were asked to tick boxes 
relating to statements about their personal preference for a pmticular form of 
employment. Mobility as an issue affecting the obtaining of a pennanent position 
was also raised in this section. Section 3, 'Pathways to Permanency', (3.1 to 3.2) 
explored the participants' perception of and experiences with issues that affected or 
influenced the beginning teacher obtaining permanency using a Likert scale. Section 
4 ( 4.1) similarly explored their views on a range of 'Belief Statements about 
Temporm·y Engagement and Permanency'. Section 5 (5.1 to 5.3) entitled 'Preferred 
Future' asked the participants where they saw themselves in five and ten years time. 
The final section, Section 6, provided space for any other comments that the 
participants cared to make. 
At the end of the questionnaire a request to participate in the follow up study (this 
thesis) was included. Of the 211 who responded 110 agreed to participate in the 
follow up study. Letters were sent in late September 1998 to all of those teachers 
who wished to participate. The letters were of two types. The first letter was to 
acknowledge and thank them for their contribution and to notify them that they 
would not be selected for the follow up study. The reasons stated were that they 
were teaching in the primary sector and or they were not residing in the Brisbane 
metropolitan area. The second type of letter was to acknowledge and thank them for 
their contribution and to notify them that they were in a final group for a possible 
selection in 1999 for the sample of beginning teachers on temporary engagement for 
the thesis. 
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4. DATAANALYSIS 
Quantitative analysis of the questionnaire data was undertaken by computer using 
SPSS (Norusis 1990). Frequencies and percentages were calculated for all items. 
Although 211 questionnaires were received, the analysis was conducted on the 207 
responses. This number represented the participants who returned the questionnaire 
within an acceptable time period. For Sections 1 and 2, items were ranked in 
importance according to the percentage of respondents choosing that item. In the 
case of Sections 3 and 4, items were ranked according to the percentage of 
respondents who rated the items 'Highly Influenced' or 'Strongly Agree'. Section 5 
ranked the respondents preferred future in five (5) and ten (10) years. All written 
comments from the questionnaire were recorded separately and read for themes that 
were workshopped by the research team involved in the project. 
The data has been presented in the form of reiterating the question, presenting the 
results in a table format followed by a brief discussion. The discussion includes 
relevant comments for any implications that this research project has for the thesis. 
Section 4.1: Background Information 
4.1.1 Age (please circle) 
20-25 26-30 31-35 36-40 41-45 46-50 51-55 56+years 
Table 4.1.1 
Frequency Percent Valid percent Cumulative 
Percent 
Valid 20-25 109 52.7 53.2 53.2 
26-30 45 21.7 22.0 75.1 
31-35 10 4.8 4.9 80.0 
36-40 13 6.3 6.3 86.3 
46-50 5 2.4 2.4 99.0 
56+ years 2 1.0 1.0 100.0 
Total 205 99.0 100.0 
Missing 0 2 1.0 
Total 2 1.0 
Total 207 100.0 
As was expected the highest frequency of beginning teachers was in the age bracket 
of 20-25 year olds. What is interesting to note is that the next highest frequency at 
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21.7% is the 26-30 year old group, and that 47.3% of the beginning teacher group are 
aged 26 years and above. Hart and Murphy ( 1990:244) in their research on new 
teachers noted that an increasingly large proportion of those attending colleges in a 
large metropolitan distdct in western United States were non-traditional, adult 
students in their twenties and thirties. They suggested that this pool of 'late 
transitioners or late-entry careedsts' may be a cdtical source of very promising 
teachers, and that recruitment practices should be aimed at these potential teachers. 
One recruitment feature of the system operating within Education Queensland that 
might hinder permanency for this mature aged group is mobility. The mature aged 
graduate may have other responsibilities that in turn may reduce their mobility and 
therefore the likelihood of a permanent position. One respondent commented on the 
issue: 
Being a mature-age beginning teacher bought about an attitude jron1 smne 
teachers that I could manage - Little assistance was forthcoming; Permanent 
beginning teachers usually have access to some kind of mentoring - this is not 
the case with temporary beginning teachers 
To ascertain some of the issues for this group a mature aged beginning teacher was 
selected for the thesis. 
4.1.2 Sex (tick box) 
Dmale D female 
Table 4.1.2 
Frequency Percent Valid Percent Cumulative 
Percent 
Valid Male 36 17.4 17.5 17.5 
Female 170 82.1 82.5 100.0 
Total 206 99.5 100.0 
Missing 0 1 .5 
Total 1 .5 
Total 207 100.0 
The majodty of the respondents to the questionnaire were female. 
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1.3 Relationship Status (tick box) 
D without a partner D with a partner 
Table4.13 
Frequency Percent Valid Percent Cumulative 
Percent 
Valid without 79 38.2 38.7 38.7 
partner 
With 125 60.4 61.3 100.0 
partner 
Total 204 98.6 100.0 
Missing 0 3 1.4 
Total 3 1.4 
Total 207 100 
Approximately 60% of the respondents were currently with a partner. This factor 
may contlibute to their ability or inability to relocate within Queensland if offered a 
teaching position that is not in close proximity to their home. However, this is not to 
imply that the remaining beginning teachers without a pmtner are free to relocate. 
There are a number of reasons or factors that affect the mobility of an individual 
beginning teacher. Question 2.4 explores mobility and its relationship to obtaining a 
permanent position with Education Queensland. 
Status of Children in the Family (tick appropriate box) 
0 no children 
D dependent children - how many? ••...•••••... 
D independent children - how many? .•••••••... 
4.1.4.1 Number of Children 
Table 4.1.4.1 
Frequency Percent Valid Percent Cumulative 
Percent 
Valid no children 148 71.5 73.6 73.6 
Has children 53 25.6 26.4 100.0 
Total 201 97.1 100.0 
Missing 0 6 2.9 
Total 6 2.9 
Total 207 100.0 
Over one quarter of the group have children. This may be a mitigating factor that 
impacts on some beginning teachers' ability to relocate to a site away from their 
family with their ensuing commitments. However, in Question 2.4 only 5.3% cited 
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'special requirements needed for a family member' as a reason for their lack of 
mobility. As such it did not seem to be a major factor influencing a beginning 
teacher's ability to relocate. 
4.1.4.2 Number of Dependent Children 
Frequency Percent Valid Percent Cumulative 
Percent 
Valid 1 9 4.3 18.4 18.4 
2 23 11.1 46.9 65.3 
3 13 6.3 26.5 91.8 
4 4 1.9 8.2 100.0 
Total 49 23.7 100.0 
Missing 0 158 76.3 
Total 158 76.3 
Total 207 100.0 
4.1.4.3 Number of Independent Children 
Frequency Percent Valid Percent Cumulative 
Percent 
Valid 1 3 1.4 30.0 30.0 
2 4 1.9 40.0 70.0 
3 2 1.0 20.0 90.0 
4 1 .5 10.0 100.0 
Total 10 4.8 100.0 
Missing 0 197 95.2 
Total 197 95.2 
Total 207 100.0 
Forty-nine respondents had children that were dependent whilst 10 respondents had 
children that were independent. The number of children and the dependent or 
independent status may impact on an individual's decision in accepting an offer of 
employment with Education Queensland. Having dependent children may make it 
difficult for families to relocate and may be a determining factor in a preference to 
work part-time. There is scope for beginning teachers within Education Queensland 
to be employed as a full-time equivalent or as a part-time fraction from .2 to .9 of a 
full-time equivalent, for example, as a .4 Drama teacher to replace a part-time 
permanent teacher on leave. The fraction represents the number of days worked per 
fortnight, for example, .4 equates with working four days per fortnight. 
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Qualifications (most recent placed first) 
Qualification Institution 
4.1.5.1 Year of Graduation 
Table 4.1.5.1 
Frequency Percent Valid percent Cumulative 
Percent 
Valid 90 1 .5 .5 .5 
92 1 .5 .5 1.0 
93 2 1.0 1.0 2.0 
95 2 1.0 1.0 2.9 
96 175 84.5 85.4 88.3 
97 19 9.2 9.3 97.6 
98 5 2.4 2.4 100.0 
Total 205 99.0 100.0 
Missing 0 2 1.0 
Total 2 1.0 
Total 207 100.0 
The table above indicates that of the 207 respondents to the questionnaire all of 
whom should have graduated from a university or college in 1996, only 175 did so. 
This indicates that there was either an enor in the data received from Education 
Queensland or that the respondents did not complete this section accurately. 
4.1.5.2 Qualification Received 
Table 4.1.5.2 
Frequency Percent Valid Cumulative Percent 
Percent 
Diploma Of Education 8 3.9 3.9 3.9 
Bachelor of Education 100 48.3 48.5 52.4 
Bachelor of Teaching 7 3.4 3.4 55.8 
Graduate Diploma of Education 66 31.9 32.0 87.9 
Graduate Diploma of Teaching 7 3.4 3.4 91.3 
Bachelor of Arts 4 1.9 1.9 93.2 
Bachelor of Applied Science 2 1.0 1.0 94.2 
Bachelor of Business 1 .5 .5 94.7 
Graduate Diploma (Discipline) 4 1.9 1.9 96.6 
Associate Diploma 1 .5 .5 97.1 
Other 6 2.9 2.9 100.0 
Total 206 99.5 100.0 
Missing 0 1 .5 
Total 1 .5 
Total 207 100.0 
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The most frequently occurring qualifications for this beginning teacher group were 
the Bachelor of Education and the Graduate Diploma of Education. 
4.1.5.3 Institution for Pre-service Training 
Table 4.1.5.3 
Frequencv Percent Valid Percent Cumulative Percent 
QUT Queensland University 102 49.3 50.0 50.0 
Technology) 
UQ (University Queensland) 26 12.6 12.7 62.7 
Gliffith University 28 13.5 13.7 76.5 
USQ (University of Southern 11 5.3 5.4 81.9 
Queensland) 
CQU (Central Queensland 12 5.8 5.9 87.7 
University) 
James Cook University 10 4.8 4.9 92.6 
Chlistian Helitage College 3 1.4 1.5 94.1 
Interstate 10 4.8 4.9 99.0 
2 1.0 1.0 100.0 
International 
Total 204 98.6 100.0 
Missing 0 3 1.4 
Total 3 1.4 
Total 207 100.0 
Fifty percent of those surveyed received their qualifications from the Queensland 
University of Technology. Five percent obtained their qualification from an interstate 
institution whilst the remaining 45% qualified at other higher education institutions 
within Queensland. The response to this question will be utilised as one possible 
criterion for the selection of the four beginning teachers for the thesis. It may be 
significant to explore the way in which the different institutions prepare their 
graduates for employment with Education Queensland. 
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4.1.6 Teaching Work Histmy (most recent date first) 
Year School or Temporary or Full-time or Duration/ dates 
Institution Permanent part- time 
Eg 1998 Saltfarm SHS Temporary Full- time 4 weeks- 27.1.98 
-27.2.98 
Table 4.1.6 
Frequency Percent Valid Cumulative 
Percent Percent 
1 temporary engagement before 58 28.0 28.0 28.0 
permanency 
2 temporary engagements before 26 12.6 12.6 40.6 
pennanency 
3+ temporary engagements before 12 5.8 5.8 46.4 
pe1manency 
All temporary engagements 82 39.6 39.6 86.0 
Moved to the private sector 11 5.3 5.3 91.3 
Other 18 8.7 8.7 100.0 
Total 207 100.0 100.0 
Total 207 100.0 
The purpose of this question was twofold. The first purpose was to ensure that each 
of the respondents had been employed by Education Queensland on at least one 
temporary engagement during that eighteen-month period from graduation to the 
administering of the questionnaire. As can be seen from the Table 4.1.6, 5.3% had 
moved to the private sector and 8.7% were classified as other. Twenty-eight percent 
had one temporary engagement, 12.6% two temporary engagements, 5.8% three or 
more temporary engagements, and 39.6% were at the time of administering the 
questionnaire still on a temporary engagement with Education Queensland. It should 
be noted that the total group surveyed was in fact a sample selected because of their 
temporary employment status and did not represent the total group employed by 
Education Queensland. Even so, 82 beginning teachers still represented a large 
number of teachers who had not gained a permanent position with Education 
Queensland. The second purpose of the question was to provide a source of 
beginning teachers on temporary engagement for the thesis. This question provided 
rich information for the selection of beginning teachers who had had a range in 
number of and different locations for temporary engagements. 
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4.1.7 Suitability Rating (tick box) 
What Suitability rating were you given by Education Queensland? 
0 Sl 0 S2 0 S3 0 Unsuitable 
Table 4.1.7 
Frequency Percent Valid Percent Cumulative 
Percent 
Sl 71 34.3 34.6 34.6 
S2 88 42.5 42.9 77.6 
S3 46 22.2 22.4 100.0 
Total 205 99.9 100.0 
Missing 0 2 1.0 
Total 2 1.0 
Total 207 100.0 
The percentage of each of the Suitability ratings awarded is listed above. An 
unsuitable rating would prevent a teacher from being employed by Education 
Queensland and therefore it would be expected that there was a nil response to that 
category. 
It should be noted that the awarding of a Suitability Rating in 1996 was slightly 
different from subsequent years as outlined in Chapter 2 of the thesis. The 
assessment process was similar with three major exceptions. The first was that the 
2000 word statement was mandatory. The second exception was that the location for 
the interview was not the school or similar site in which the graduate was located for 
their final year practicuum. The third exception was that the panel consisted of 
members who had not seen the applicant perform in the classroom. 
The new practice for the awarding Suitability Ratings commenced in 1997 whereby 
the statement was optional and the interview where possible was conducted in the 
state secondary or primary school in which the graduate was completing their final 
practicuum. The panel consisted of people who had seen the applicant perform in the 
classroom. Graduates completing their final practicuum in a non-government school 
were interviewed, during or shortly after that practicuum, by Education Queensland 
personnel in a State School. The older practice of awarding Suitability Ratings for 
this cohort may be a factor that is brought up as an issue in discussions with the 
selected sample of beginning teachers for the thesis. 
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4.1.8.1 Have you applied to be re-interviewed? (tick box) 
D Yes D No 
If you have been reinterviewed what is your new suitability rating? ............ . 
4.1.8.1 Applied to be reinterviewed 
Table 4.1.8.1 
Frequency Percent Valid Percent Cumulative 
Percent 
Valid Yes 77 37.2 37.7 37.7 
No 127 61.4 62.3 100.0 
Total 204 98.6 100.0 
Missing 0 3 1.4 
Total 3 1.4 
Total 207 100.0 
Seventy seven (77) of the Suitability 2 or Suitability 3 rated applicants from a total of 
134 Suitability 2 or Suitability 3 rated applicants sought a reassessment after a period 
of teaching in a school or similar site. The desire to be reinterviewed may be 
influenced by the direct relationship of the Suitability 1 Rating to an offer of 
permanent employment with Education Queensland. 
4.1.8.2 New Rating 
Table 4.1.8.2 
Frequency Percent Valid Percent Cumulative 
Percent 
Valid S1 49 23.7 79.0 80.6 
S1 1 .5 1.6 1.6 
S2 11 5.3 17.7 98.4 
S3 1 .5 1.6 100.0 
Total 62 30.0 100.0 
Missing 0 145 70.0 
Total 145 70.0 
Total 207 100.0 
Fifty (50) of the 77 beginning teachers or 65% received an increase in Suitability 
Rating from either a Suitability 2 or Suitability 3 to a Suitability 1 Rating after a 
period of teaching. This increase could indicate an improvement in the beginning 
teacher's performance after a period of teaching. It could indicate that the original 
Suitability Rating awarded in the first instance might not have been indicative of 
their performance. It should be noted that the assessment process for the awarding of 
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the Suitability Rating in the first and subsequent instance was not identical. As 
desclibed above the process, panel, location and procedure were different. However, 
the impact of an increase in Suitability Rating does improve the potential for an offer 
of permanency for the beginning teacher as described in Chapter 2 of the thesis and 
as such should not be underestimated. Many of the pmticipants were passionate in 
their commentary about the Suitability Rating process. A sample follows: 
I think temporary engagements are often the only option for graduates who 
are rated unfairly by a panel who know nothing about the applicant. I am 
happy that graduates are now interviewed at schools. I was rated by a panel 
who knew nothing about what I was like as a teacher and received an S3. I 
was given a temporary contract by my prac. school who knew that this rating 
was not justified. I was reassessed by them, received an Sl and TWW have a 
permanent job. I was a pe1ject candidate for pennanency. I had good 1narks, 
great prac. teaching reports and was willing to go anywhere. I felt very 
much discouraged by Education Queensland's interview process at the time I 
graduated. 
I believe that my temporary engagement led to my permanent employment 
with Education Queensland and I was pleased to have my Suitability Rating 
re-evaluated by people who had seen me in action as a teacher rather than 
via an interview system. 
4.1.9 Teaching sector/area (tick appropriate box) 
Table 4.1.9 
Teaching sector/ area I am currently I would prefer to I am qualified to 
teaching in teach in teach in 
Preschool 9 9 6 
Primary Years 1-4 44 37 8 
Primary Years 5-7 31 15 4 
Primary Years 1-7 16 23 63 
Secondary 84 81 91 
Preschool to Year 12 7 7 26 
Other 15 33 9 
Missing 0 1 2 0 
Total 207 207 207 
This is some disparity between the three categories of cuiTent teaching, prefeiTed 
teaching and qualified teaching area. A concern for beginning teachers raised in 
Chapter 3 was teaching in an area for which they were 'not qualified'. The findings 
support this concern in the preschool, primary years 1-4 and plimm·y years 4-7 
sectors. However, the qualifications of those beginning teachers in the primm-y 1-7, 
secondm-y and preschool to year 12 sectors do not seem to be fully utilised. 
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4.1.10 If your teaching sector is secondary, list 
First teaching area ................................................ . 
Second teaching area ............................................. . 
Third teaching area (if applicable) ........................... . 
Table 4.1.10 
Frequency Percent Valid Percent Cumulative 
Percent 
English 19 9.2 17.8 17.8 
Social Sciences 13 6.3 12.1 29.9 
Maths/Science 18 8.7 16.8 46.7 
Practical Arts 12 5.8 11.2 57.9 
Pelforming Arts 17 8.2 15.9 73.8 
Business 11 5.3 10.3 84.1 
Education 
LOTE 17 8.2 15.9 100.0 
(Languages Other 
Than English) 
Total 107 51.7 100.0 
Missing 0 100 48.3 
Total 100 48.3 
Total 207 100.0 
The purpose of this question was to see if any particular subject area within the 
secondary sector had a disproportionate number of beginning teachers on temporary 
engagement as compared to other subject areas. The subject area may also be useful 
in noting if teacher shortages in a particular subject area have impacted on the 
number of beginning teachers on temporary engagement. For example, LOTE 
(Languages Other Than English) teachers were in high demand yet there were 17 
who were not permanently employed. Other factors such as type of language, 
Suitability Rating and mobility may have come into play. 
There seems to be an even distribution of numbers of teachers across the subject 
areas. However, the figures may be misleading if one considers the number of 
subject areas subsumed under the subject headings. For example, the Social 
Sciences area includes the Histories, Geography, Economics, Tourism and Social 
Science. Mathematics/Science incorporates Junior Mathematics, Mathematics A, B 
and C, Consumer Mathematics, Trade and Business Mathematics, Physics, 
Chemistry, Biological Science, Multi-strand Science, and Junior Sciences. The 
usefulness of this question may lie more in the selection of a cross section of subjects 
taught by beginning teachers for the thesis sample. 
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Section 4.2: Perceptions of Temporary Engagements and Permanency 
4.2.1 Do you wish to bel remain a pennanent employee of Education Queensland? (tick box) 
D Yes (go to Question2.2) D No (go to question2.3) 
Table 4.2.1 
Frequency Percent Valid Percent Cumulative 
Percent 
Valid Yes 169 81.6 84.1 84.1 
No 32 15.5 15.9 100.0 
Total 201 97.1 100.0 
Missing 6 2.9 
Total 6 2.9 
Total 207 100.0 
One hundred and sixty nine (169) beginning teachers responded with a preference to 
remain or be a permanent employee with Education Queensland whilst 32 prefened 
not to remain or be permanent employees of Education Queensland. The more 
important question is for them to list the reasons for their preference, since it may 
have implications for the selection, recruitment and retention practices for Education 
Queensland. 
4.2.2 If yes, the reasons include: (you may tick more than one box) 
Table4.2.2 
Reasons for Desiring Permanency n %N* 
It offers financial security 151 89.3 
It offers continuity of employment 150 88.8 
It means I will not be unemployed for six to eight weeks at Christmas time 122 72.2 
It allows me to establish relationships with the students, staff, and parents in the 121 71.6 
school 
It means I can develop my teaching skills in an organised and planned way 111 65.7 
It provides me with a sense of belonging to the school in which I am teaching 109 64.5 
It means I can teach my students for an uninterrupted period of time 109 64.0 
It allows me the opportunity to plan and prepare work with some certainty of 108 63.9 
employment 
It allows me to participate in professional development and training activities 90 53.3 
It means that I am treated the same as other permanent teachers in the school 65 38.5 
It gives me the suppmt and assistance I need as a beginning teacher 60 35.5 
It gives me some motivation to continue when I get stressed and the workload 51 30.3 
is very high 
It means I have equal access to the contents of an induction program 40 23.7 
N = the total number of respondents who indicated that they wished to be pennanent employees of 
Education Queensland ( 169) 
Please add other reasons not mentioned in the above section .................................................. . 
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The reasons ranked in order of frequency for wishing to remain or be permanent 
employees with Education Queensland were for financial security, continuity of 
employment, payment of a salary over the Christmas vacation period, and the 
development of relationships with members of the school community. Other reasons 
cited included: 
a. being able to develop teaching skills in a planned and organised way, 
b. providing a sense of belonging, 
c. teaching for unintenupted periods of time, 
d. planning and preparing work with a certainty of employment, and 
e. participation in professional development activities. 
Factors such as parity with their permanent counterparts, access to support and 
assistance, and motivation feature to a lesser degree than the other reasons mentioned 
above. Reasons related to job and financial security seem to be more important 
to the individual beginning teacher than the impact that temporary 
engagements or permanency may have on their actual professional work as a 
teacher in the classroom. An offer of permanency may be a way of satisfying 
these personal needs. 
These reasons were supported by the following verbatim quotes: 
I can't plan other areas in my life, for example, living arrangements, 
holidays, savings, bills ... 
Can't make definite financial plans about future - (I am) ineligible for loans 
by most banks, (there are) problems and expenses involved in relocating. 
I also need to work in a part-time job to support nzyself through holidays and 
to safeguard against the termination of a contract. 
It (permanency) allows me to develop a better rapport with staff, community 
and students. 
As a temporary teacher, I feel left out when it comes to future planning for 
the school. 
As my appointment is short term, I do feel I do not belong to the school. It is 
very depressing. Besides you know that you are drifting from one school to 
another without permanency. 
Permanency provides a stable and consistent level to fully develop and extend 
early teaching skills. 
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I left for this reason. I didn't think the stress/workload was worth the 
uncertainty at the end of the school year when I would have 2 months without 
work and would then have to wait for another job and be sent to a new 
school. 
4.2.3 If no, the reasons include: (you may tick more than one box) 
Table 4.2.3 
Reasons for not Desiring Permanency N %N* 
It means that I am not subject to Education Queensland's transfer policy 23 71.9 
It gives me the opportunity to say 'no' to a particular school 19 59.4 
It allows me the time to decide whether I wish to pursue teaching as a career 16 50.5 
It gives me the flexibility to pursue other interests 16 50.5 
It gives me the opportunity to teach different groups of students 12 37.5 
It allows me to become multi skilled 12 37.5 
It gives me the opportunity to teach in different schools 12 37.5 
It means that I can withdraw from a contract with five days' notice 4 12.5 
N = the total number of respondents who indicated that they do not wish to be pennanent employees 
of Education Queensland ( 32) 
Please add other reasons not mentioned in the above sections ............................................ ~ .. . 
By far the most frequently cited reason for not wishing to be a permanent employee 
of Education Queensland has to do with not being subject to Education Queensland's 
teacher transfer policy. Concern about the transfer policy may stem from their 
inability to relocate for some of the reasons cited in Question 2.4. Having some 
choice in the decisions about a school, teaching as a career, pursuing other interests, 
teaching different groups of students, becoming multi-skilled and teaching in 
different schools are other reasons cited. One participant suggested that: 
There are advantages for beginning teachers undertaking temporary 
engagements such as a little more time to reassess one's (sic) peiformance 
and exposure to a greater variety of teachers, schools, subjects and students. 
Of least concern is the beginning teacher's ability to terminate their temporary 
engagement with five days notice. 
272 
4.2.4 Does/did mobility affect your capacity to obtain a pennanent position with Education 
Queensland? (tick box) 
D Yes (Go to question 2.5) D No D Don't know 
Table 4.2.4 Mobility 
Frequency Percent Valid Percent Cumulative 
Percent 
Yes 87 42.0 43.1 43.1 
No 90 43.5 44.6 87.6 
Don't know 25 12.1 12.4 100.0 
Total 202 97.6 100.0 
Missing 5 2.4 
Total 5 2.4 
Total 207 100.0 
The group was quite evenly divided in their belief that mobility did or did not affect 
their capacity to obtain a pe1manent position with Education Queensland. Twelve 
percent did not know whether this factor affected their capacity. Since their mobility 
is a significant factor in an offer of permanency by Education Queensland it would 
seem to be important for all employees to have an understanding of mobility as a 
feature of the employment processes of Education Queensland. 
4.2.5 If yes, is the reason because of (you may tick more than one box) 
Table 4.2.5 
Reasons for Lack of Mobility n % N (87)- taken from Q 2.4 %Total (207) 
Partner's employment 60 68.9 29.0 
Lack of interest in teaching in remote location 21 24.1 10.1 
Special requirements needed for family member 11 12.6 5.3 
Specialist skills, for example, music 11 12.6 5.3 
Regional, state or national sporting 7 8.0 3.4 
commitments 
Study 7 8.0 3.4 
Personal health reasons 5 5.7 2.4 
The most significant factor that impacted on the beginning teacher's mobility was 
their partner's employment followed by a lack of interest in teaching in remote 
locations. A number of comments by respondents relate to family commitments and 
their inability to relocate. For example: 
While it is difficult for Education Queensland to fill country positions it is 
also difficult for me. I was married in my first year of teaching. I felt as 
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though I was in a Catch 22 situation because I couldn't go count1y. It was 
either my career or my husband. 
My partner has a physical impairment and does not want to move from 
current support networks. 
My husband and I have spent the last 14 years in countJy schools with his 
career. I am not prepared to do this all over again for my career. 
Children in school, did not want to uproot them, but decided I would have to 
if I wanted a permanent position. 
Family commitments- to be close to family. 
I can't afford to move because of re-location costs and setting my kids up in 
independent accomnwdation, eg rental bonds, furniture removal. 
Perhaps there is little that can be done about these and other family commitments 
other than remove mobility as a factor for an offer of permanency. However, this is 
probably not possible within the current industrial context and with mobility's link to 
the transfer system. There does seem to be a need to clearly articulate to the graduate 
group the relationship that exists between such factors as Suitability Rating and 
mobility and an offer of permanent employment with Education Queensland. There 
seems to be some disparity between the beginning teacher group's desire to be 
permanent employees and the realities of the job market within Education 
Queensland. A lack of information or misinformation about these factors could be 
remedied before the employment prospects become a critical issue upon graduation. 
One respondent commented that: 
I am unclear as to the procedures necessary to find teaching positions -
permanent or otherwise. I am currently replacing someone on extended sick-
leave and don't know how to make myself available for other positions should 
they arise, as other schools tend to choose those teachers who they are 
familiar with from supply/contract work. 
Whether it is the responsibility of the University or the employing authority or both 
is a matter for further debate. Making remote and rural locations more attractive to 
the beginning teacher has always been an issue for Education Queensland who have 
initiated a number of incentive schemes over the years to attract teachers to these 
locations. The current 'Remote Area Incentive Scheme' (RAIS) may need to be 
flagged a little more to the beginning teacher group to enlist their suppmt and active 
involvement. For some it will always remain a personal choice not to participate. 
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Section 4.3: Pathways to Permanency 
4.3 Have you gained a pennanent position with Education Queensland? (tick box) 
Table 4.3.1 Permanent Position 
Frequency Percent Valid Percent Cumulative 
Percent 
Yes 116 56.0 56.0 56.0 
No 91 44.0 44.0 100.0 
Total 207 100.0 100.0 
Total 207 100.0 
One hundred and sixteen (116) of the total 207 respondents had at the end of the 
survey gained a permanent position with Education Queensland and 91 had not. The 
different between the figures quoted in Question 1.4 and this question may have 
something to do with their desire to be pe1manent employees. 
4.3.2 To what extent do you think the following factors affect I influence the obtaining of 
permanency for beginning teachers? Please rate by placing an X as follows: l=most 
influential, 2=influential, 3=some effect, 4=little or no effect, and S=don't know 
Table 4.3.2 Factors Affecting Permanency 
Most Influential Some Little or Don't 
influential effect no effect know 
n o/oN 11 o/oN 11 o/oN 11 o/oN 11 o/oN 
Suitability rating 117 56.5 47 22.7 22 10.6 7 3.4 6 2.9 
Ability to travel to different parts of 93 44.9 61 29.5 27 13.0 13 3.3 6 2.9 
Queensland 
The Principal's and other staff 81 39.1 69 33.3 34 16.4 11 5.3 9 4.3 
support for their appointment to a 
pennanent position 
The attitude, motivation and 79 38.2 61 29.5 33 15.9 24 11.6 6 2.9 
pelformance of the teacher once 
they are in a school 
Being in the right place at the right 70 33.8 78 37.7 39 18.8 13 6.3 3 1.4 
time 
Need for teachers in a particular 55 26.6 79 38.2 32 15.5 9 4.3 15 7.2 
teaching I subject area (secondary) 
The type of vacancy that exists in 47 22.7 75 36.2 57 27.5 14 6.8 9 4.3 
the school, for example, 
substantive, temporary 
Teaching qual(fications 37 17.9 63 30.4 61 29.5 34 16.4 8 3.9 
Special talents, skills or abilities 17 8.2 59 28.5 77 37.2 41 19.8 7 3.4 
within the school 
Marital status 10 4.8 30 14.5 46 22.2 84 40.6 25 12.1 
Need for teachers to be able to 9 4.3 44 21.3 65 31.4 41 19.8 30 14.5 
work at a particular teaching level 
(lower or upper primary or 
preschool) 
Skill in extra curricular activities, 8 3.9 31 15.0 63 30.4 80 38.6 19 9.2 
for example, music, sport, debating 
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The majority of the respondents to this questionnaire clearly saw permanency as a 
wmthwhile goal. Their perceptions as to what would influence the process of 
obtaining a permanent position within Education Queensland are summarised in the 
table above. There is a discrepancy between their perceptions of what is important 
and what Education Queensland would acknowledge as being relevant to a decision 
to offer a permanent position. Education Queensland emphasises the allocation of a 
Suitability 1 Rating and the availability to travel to different parts of Queensland. 
These two items were reflected as being most influential in the participant responses. 
However, Education Queensland also places impmtance on the type and location of 
the vacancy, and the need for teachers in a particular teaching area or sector (primary 
or secondary), while these were not perceived to be impmtant by the participants. 
Additional items influencing the obtaining of pennanency were identified by the 
participants. Some participants (72%) felt strongly from first hand expelience that 
the Plincipal of the school and their own performance (68% ), once placed in the 
school, were strong influences. The following quotes illustrate the strength of their 
perceptions: 
It was only my initiative, that along with my Principal's support that secured 
my full-time position. 
I did not receive the same support from the administrative team that 
permanent employees received. 
Without the support of the staff while I was working on temporary 
engagement, I would not have been reassessed nor would I be working full-
time with Education Queensland. 
I believe that my temporary engagement led to my permanent employment, 
since I had my peifonnance evaluated by people who had seen me in action. 
The respondents seemed to believe that a degree of serendipity and arbitrariness is 
implicit in the decision to offer permanency. The statement by one participant that 'it 
seems like a lottery as to whether or not you are offered a permanent position' serves 
well to illustrate this point. Seventy-two percent of the participants indicated that 'it 
was being in the right place at the right time' that influenced their obtaining a 
permanent position. Comments such as 'it's who you know not necessarily what you 
do', 'ringing and hassling Education Queensland' and the 'whim of the placement 
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officer at District Office' were examples of the personal experiences of individual 
teachers. Other comments were scathing of some of the processes adopted: 
I found an extreme amount of negativity and/or inconsistent iriformation 
when consulting the Departlnent about moving into a permanent position. I 
found the 'selection' processes quite subjective and totally out of touch with 
my 'job' as a classroom teacher. 
There appears to be NO official process for assigning positions within the 
department. I was told different information by different regions and 
different people at regional office. 
There was agreement on the importance of the high Suitability Rating and the ability 
to relocate where there was an offer of permanency. However, oveniding this 
agreement is a general feeling of 'helplessness' and 'loss-of-control' about making 
personal and professional decisions about their teaching careers. 
Section 4.4: Belief Statements about Temporary Engagements and Permanency 
4.4.1 The following are a range of statements made about employment practices within 
Education Queensland. Indicate with an X your views on these statements. 
SA Strongly Agree A Agree N Neutral 
D Disagree SD Strongly Disagree 
Table 4.4.1 
Strongly Agree Neutral Disagree Strongly 
Agree Disagree 
Belief Statement n %N 11 %N n %N n %N n %N 
Temporary engagements are a way 91 44.0 70 33.8 35 16.9 8 3.9 1 0.5 
of saving money for Education 
Queensland 
It is easier to dismiss a teachers on 82 39.6 83 40.1 27 13.0 11 5.3 2 1.0 
temporary engagement than a 
teacher who is a pennanent member 
Teachers on temporary engagement 66 31.9 114 55.1 15 7.2 10 4.8 1 0.5 
can fill all types of vacancies in a 
school, i.e. long service leave, 
patemity I matemity leave, 
substantive vacancy, sick-leave, 
special leave 
There should be a maximum time for 60 29.0 50 24.2 24 11.6 35 16.9 35 16.9 
beginning teachers to stay 011 
temporary engagement before being 
offered a pemzanent position 
Pemwnency or tenure is an 44 21.3 60 29.0 64 30.9 27 13.0 7 3.4 
employee's right rather than a 
privilege 
Staff and Administrators do not 36 17.4 76 36.7 47 22.7 36 17.4 10 4.6 
discriminate against teachers 011 
temporary engagement 
The Principal has time to rate the 30 14.5 107 51.7 41 19.8 19 9.2 7 3.4 
pnfonnance of teachers 011 
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temporary engagement before an 
offer of pennanency is made 
Temporary engagements have a 28 13.5 80 38.6 44 21.3 42 20.3 11 5.3 
negative effect on the students and 
other staff of the school 
Education Queensland discriminates 25 12.1 46 22.2 80 38.6 49 23.7 6 2.9 
against teachers Oil temporary 
engagement 
Schools do not want to invest time 24 11.6 69 33.3 37 17.9 59 28.5 17 8.2 
and money for professional 
development and training for 
teachers on temporary engagement 
Temporary Engagements represent a 16 7.7 63 30.4 42 20.3 52 25.1 31 15.0 
suitable type of employment strategy 
in the ever changing labour market 
Principals like to have some staff on 13 6.3 80 38.6 87 42.0 22 10.6 3 1.4 
tempormy engagement because it 
allows some flexibility in staffing the 
school 
The procedures for obtaining 9 4.3 53 25.6 39 18.8 71 34.3 32 15.5 
pennanency are clearly articulated 
by Education Queensland 
Education Queensland has a policy 3 1.4 12 5.8 109 52.7 56 27.1 25 12.1 
to minimise the number of teachers 
on temporary engagement in 
Queensland 
Table 4.4.1 presents the participants' perceptions of the employment practices of 
Education Queensland, ranked by the percentage of respondents who nominated 
strongly agree. The participants believed that the teachers on temporary engagement 
are used as a means of saving money for Education Queensland (78% ), that they are 
easier to dismiss (80% ), and that those on temporary engagement can fill in for any 
type of vacancy (87% ). Sixty six percent of the participants indicated that the 
Principal use the time to rate their performance. Fifty four percent suggested that 
staff and administration do not discriminate against those on temporary engagement 
whereas twenty three percent suggested they did, and 34% suggested Education 
Queensland did not discriminate against them, and 39% remained neutral on this 
item. Participants provided examples of their experiences of discrimination: 
My Principal said I wouldn't get a permanent position if she didn't like me! 
I thought teaching ability would have been a priority. 
Whether schools discriminated against you depends on the duration of the 
contract. 
I feel discriminated against as the value of my work as a contract teacher is 
thousands of dollars less than a full-time position. 
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And despite my repeated requests, my contract was not extended to take in 
the last two weeks of semester two, leaving my seven classes without a 
regular teacher. 
It would be extremely difficult to determine the degree of disclimination but at the 
very least it would appear that there exists misinformation or insufficient information 
about temporary engagements which lead to these negative perceptions surrounding 
Education Queensland's employment policies. This is reflected in the low ranking of 
the statement that 'the procedures for obtaining petmanency are clearly articulated by 
Education Queensland', (30% agreed). 
The division in the perceptions as to whether permanency is a light rather than a 
privilege is interesting and needs fmther research as this may perhaps indicate some 
changing views on the nature of work. A third of the group agreed with the 
statement that 'Temporary Engagements represent a suitable type of employment in 
the ever changing labour market'. 
Participants strongly indicated that the procedures for obtaining permanency were 
not clearly articulated and further, that 'Education Queensland did not have a policy 
to minimise the number of teachers on temporary engagement'. They are correct in 
their view that there is no policy for the procedures for obtaining a permanent 
position with Education Queensland. There is however a policy regarding the 
'maximisation of permanent' employment for Education Queensland. In a sense 
therefore, a paradox exists within the policy and practices of Education Queensland. 
On the one hand there is a policy of promoting a pennanent workforce, whilst on the 
other hand that are no clear statements or guidelines about how individuals in the 
most affected group, that is beginning teachers on temporary engagement, can obtain 
permanency. 
Education Queensland incorporates induction as patt of the professional training 
agenda for all new employees as a mandatory requirement for Principals of schools. 
The concept of gaining 'permanency' for a beginning teacher sits well within the 
induction framework that is meant to be current, suited to the needs of the individual 
and must contain job-specific and job-related information. Yet at no time is the 
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relationship between professional development and induction for beginning teachers 
on temporary engagement and permanency explored by Education Queensland. One 
respondent commented that: 
lVhen I asked for funding to attend a conference for Science teachers I was 
told that because I was not permanent that it would be a waste of money. 
An articulation and communication of the procedures for gaining permanency may 
allay some of the fears surr-ounding the arbitrariness and hinted at discliminatory 
practices of individual school Principals and personnel within Education Queensland. 
Having knowledge of such practices should enable beginning teachers to make 
choices and decisions that are informed by relevant, curr-ent, accurate and consistent 
information. It must be acknowledged that attempting to articulate such a process is 
fraught with difficulties since the pathways contain many vmiables. Given these 
variables it would be difficult to articulate a uniform policy to cover all situations. 
However, it could be argued that the advantages of a clearly understood set of 
practices outweigh the disadvantages. 
Section 4.5: Preferred Future (you may tick more than one box) 
Table 4.5.1 and 4.5.2 
Preferred Future 4.S.llnfive years time? 4.5.2 In ten vears time? 
N % N % 
Teaching with Education Queensland in a 151 72.9 16 7.7 
permanent position 
Travelling or pursuing other interests 60 29.0 39 18.8 
Studying 56 27.1 50 24.2 
Fulfilling family commitments 44 21.3 55 26.6 
Teaching with another employer 37 17.9 88 42.5 
Pursuing another career 29 14.0 80 38.6 
Teaching with Education Queensland on 17 8.2 10 4.8 
temporary engagement 
The preference for the majolity at least for the next five years was to be a permanent 
employee with Education Queensland. That rate reduced dramatically when asked 
their preference in ten years time. 
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If you have resigned or taken leave from Education Queensland, and I or joined the private 
schooling system, please indicate the circumstances and reasons for this decision. 
Some of the reasons cited for their resignation or having taken leave were: 
a. to avoid country service, 
b. a spouse being with the defence forces, 
c. gaining alternative employment, 
d. maternity leave, 
e. being offered a pennanent position in the private sector, 
f. for compassionate reasons, 
g. a lack of support from the Ptincipal, 
h. student behaviour management issues, 
1. issues sunounding the Suitability Rating process, and 
J. teaching outside their trained area. 
Many comments related to permanency and are summed up well by the following 
participant: 
I wanted a permanent teaching position to really develop my skills. I felt that 
temporary engagements didn't allow me to establish routines and 
relationships with staff and students that could be nurtured because I often 
felt that I was 'treading water' working hard but not really getting anywhere. 
By leaving Education Queensland I at least felt like I was in a position to 
choose where I worked a little better. 
Section 4.6 Other Comments 
Please add any further comments you wish to make on the issue of temporary engagements versus 
permanent employment policies and practices. 
The respondents were articulate in their provision of additional information. Some 
of the verbatim quotes have been incorporated in the discussion of the tables 
presented above. The common themes to emerge from these comments were: 
a. that permanency was a best practice, 
b. that there was too much instability and insecurity associated 
with temporary engagements, 
c. that temporary engagements were not a good way to start a 
teaching career, 
d. that there were some benefits associated with temporary 
engagements, 
e. that the Suitability Rating process was flawed, and 
f. that there was a lack of consistency in the practice of 
Education Queensland personnel across the State of 
Queensland. 
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A number of beginning teachers commented, with some passion, on their entry into 
the profession as a beginning teacher on temporary engagement: 
Temporary engagements can be unsettling for beginning teachers trying to 
find their feet in their profession. 
It [temporary engagements] suits me, but it is very difficult for a beginning 
teacher, and often I have come into situations where the previous teacher was 
burnt out, took sick-leave and left behind a mess. 
I found nzy temporary engagentent very stressful in my first year of teaching. 
I felt that I really had to prove my worth to become permanent. It is also very 
difficult to work when you feel so insecure. 
As a first year teacher it [temporary engagements] also had many negative 
effects on my attitudes to teaching and what the future holds. 
Teachers have spent four years training which has earned them the right to 
teach permanently. 
The final comment is worthy of additional consideration. According to Maguire 
(1993:27) in a general comment on tenure 'the more time and resources workers 
invest in education for a specific occupation, the less likely they are to switch fields, 
because a change could mean a loss of earnings and other benefits'. This suggests 
that a beginning teacher with three or four years pre-service education would expect 
to stay within their chosen career for a reasonable period of time and that they would 
want to reap the benefits of that career, in the form of tenure or permanency. All of 
the other themes stated above have been included and elaborated upon in the 
discussion sections. 
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5. CONCLUSIONS 
The main purpose of this amended repmi is to fully elaborate on the findings of the 
research, since the Journal Article entitled 'Winning the Lottery? Beginning 
Teachers on Temporary Engagement' (Tromans, Daws, Limerick and Brannock, 
2001) was more selective in repmting the findings. Since a number of concluding 
statements were made at the end of the journal article and to prevent repetition, no 
concluding statements will be made in this repmi. All of the content contained 
within this amended report will be covered in more depth in Chapter 6 and 7 of this 
thesis. The bibliography will be part of the thesis. 
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APPENDIX 2 PLACEMENT AMENDMENT- ADVIVE TO PROPOSED 
LOCATION 
Department of Education, Queensland 
Metropolitan East Region 
Reference: 
19 June, 1996 
The Principal 
State High School 
PO Box 
PLACEMENT AMENDMENT - ADVICE TO PROPOSED LOCATION 
I refer to our advice regarding the placement of the officer as shown below. 
Approval has been granted for this placement to be amended as follows. 
Employee Name 
Employee ID No. 
The cancelled details are: 
The 
Proposed Location 
Placement Type 
Start Date 
Finish Date 
Expenses Granted 
new details are: 
Proposed Location 
Placement Type 
Employment Status 
Teacher Type 
Start Date 
Finish Date 
Expenses Granted 
State High School 
TEMPORARY ENGAGEMENT 
25/01/96 
21/06/96 
TRAVEL NIL 
REMOVAL NIL 
State High 
TEMPORARY ENGAGEMENT 
FULL-TIME 
TCSPAO 
25/01/96 
29/11/96 
TRAVEL NIL 
REMOVAL NIL 
School 
Any enquiries regarding this placement should be directed to this office. 
Tom Robertson 
ASSISTANT EXECUTIVE DIRECTOR, HUMAN RESOURCES 
b. 
Z.,.1 1 t Rt tit 1t 
Level2, Garden Square, Cnr Kessels Road & MacGregor Street, UPPER MT GRAVATI, 4122 
Mail: PMB 250, MANSFIELD DC, 4122 
Tel. {07) 3849 0999 Fax. {07) 3349 8539 
Source: Department of Education, Queensland, Metropolitan East Region, I 996. 
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APPENDIX 3 CONDnGONSOFEMPLOYMENTOFTEMPORARYTEACHERS 
UPDATED: 11.09.97 
Education Queensland 
CONDITIONS OF EMPLOYMENT 
OF TEMPORARY TEACHERS 
(Full-time and Part-time) 
The following conditions of employment are provided for your information. Please take the time to read this document as 
it will help you to better understand your entitlements. 
COMMENCEMENT ADVICE 
On the day you commence duty you must complete the enclosed 
Commencement Advice form (CMA). The CMA should be verified 
by the Principal or Officer-in-charge who will forward it to the 
Regional Office. Please attend to this matter promptly as any delay in 
completing and forwarding the CMA may result in a delay in your 
first salary payment If the duties of your position require your 
attendance at more than one school. (for example Music Instructor) 
you will be assigned a school as your administrative base. You are 
responsible to the Principal at your base school and must notify your 
Principal immediately should illness or other circumstance prevent 
your attendance. 
EMPLOYEE NUMBER 
As an employee within the State Government you are allocated a 
unique seven digit employee number v;hen appointed. You retain this 
number for the entire period of your employment It should be quoted 
on all communications with the Department 
TAXATION 
Your salary -..;n attract a taxation rate of(48.5%) unless you complete 
an Employment Declaration form and advise the Department of your 
Tax File Number. An Employment Declaration form has been 
enclosed for your convenience. The completed form should be 
returned promptly to your Regional Office . Please note that an 
Employment Declaration form needs to be completed for every 
temporary engagement 
If you do not have a Tax File Number or do not remember it, you may 
avoid paying the higher tax rate by completing both an Employment 
Declaration form and a Tax File Number Application/Enquiry form. 
(Application/Enquiry forms are available from and must be 
resubmitted to any Post Office.) Under taxation legislation you are 
then given 28 days in which to advise the Regional Office of your Tax 
File :-lumber. This is done by completing a further Employment 
Declaration fonn. once you receive your ta.x file number from the 
Australian Taxation Office, and forward it to the Regional Office. 
Failure to provide the Department "ith your ta.-.: file number within 
the s~uied 28 day period will result in your salary being taxed at a 
rate of ~8 5% 
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If your entitlement to a rebate changes, it is your responsibility to 
notify the Regional Office by completing and submitting a new 
Employment Declaration form. 
SALARY PAYMENTS 
Your salary will be paid every second Wednesday by Electronic 
Funds Transfer (EFI). An EFT form has been enclosed for your 
completion. The completed EFT fonn should be returned to your 
Regional Office as soon as possible. 
.~ 
Pay advice slips are forwarded to the Principal of your school who is 
responsible for their distribution. The pay advice slip details your 
employee number, classification, fortnightly salary, any allowances 
that are applicable, your gross and net salary for the fortnight, and any 
deductions including income tax and superannuation contributions. 
Accumulated gross earnings and tax deductions for the current 
financial year are also shown. While payment is made into your 
nominated account every second Wednesday, this represents payment 
of salary up to and including the Friday of that week. 
Every effort will be made to ensure your initial payment is received 
within three weeks of you commencing duty. If this does not occur 
you should direct your enquires to your principal or officer-in-charge. 
While the Department makes every effort to ensure the correctness of 
your salary payment you have an equal responsibility for ensuring that 
you receive your correct salary and allowanceis each fortnight 
SALARY CLASSIFICATION 
Your classification is based on your qualifications and teaching 
service. · 
For further information on salaries and allowances refer to the 
"Teachers' Award-State• or the "Conununity Teachers, Assistant 
Teachers - Aboriginal &. Torres Strait Islander Conununity Schools 
A ward - State" as is relevant to your position. 
Current salary rates and codes are enclosed. 
INCREMENTS 
Tempor.uy t.e:~chers. "no have not reached the ma.ximum step of their 
relat.eC salary level. :ll"e entitled to an increment afu:r completing 200 
teacht~g days of satisfactory service, with the proviso that they 
r=!\·e only one salary increment in any tv.-elve month period. Work 
pcrfo.-:n~ as a supply teacher is not counted towards a salary 
increr.::!'lt for a tempor:lry or pe~ent t.e:~cher. 
In the =e of two or three year trained teachers within Band Three of 
the Teachers' Award - State. increments are paid on completion of 
400 school days unless inservice progression hours are completed and 
approv:-d. referto EOG 10 April 1992. 92.07.01. 
Teachers who have prior teaching service may be given recognition 
for that service on their appointment 
SUPERANNUATION 
Provided your earnings as a temporary teacher in a twelve month 
period excec:d the amount set down by legislation, the Department 
will contribute on your behalf the equivalent of 6% of your salary, 
excluding allowances, to the · GOSUPER' scheme. As a temporary 
employee you are eligible to contribute to the 'Q SUPER' scheme 
afu:r the completion of 12 months of continuous service, or when it is 
apparent that the engagement will be for a period greater than 12 
months. 
REGISTRATION 
You arc required to register and maintain annual registration with the 
Board of Teacher Registration (BTR), to teach in Queensland schools. 
A certified copy of the original certificate of registration must be 
provided to the Regional Office. 
Instrumental Music InstructOrs, Dance !nstructars, Community 
Teachers and Assistant Teachers are not required to be registerc:d. 
Further information on teacher registration can be obtained from the 
Board ofT eacher Registration, She!VIOOd House, 39 Sherwood Road, 
Toowong Q 4066, telephone (07) 3377 4777. ' 
TRANSFER 
Temporary teachers are not subject to transfer. 
LOCALITY ALLOWANCE 
The following information is not applicable to Assistant T eacllers as 
they are ineligible for locality allowance and receive instead a 
divisional/district allowance. 
The centre to which you have been appointed may attraCt a locality 
allowance which is paid to offset any fmancial disadvantages 
associated with residing there. Wh= you are eligible and not a pan-
time teacher. you will automatically r=ive an amount equal to half of 
the full rate of locality allowance in your fortnightly salary. 
To apply for the full rate of locality allowance you must campi~ an 
Application for Full Rate of Locality Allowance Form obtainable 
from your Regional Office. 
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The full r.1te •s payable to a teacher with a dependent child and/or 
dependent spouse/defacto spouse provided that the spouse/defacto 
spouse is not already receiving a State locality allowance by virrue of 
their employment A dependant is defined as one v.ho does not 
receive a weekly wage in excess of the Guaranteed Minimum Wage. 
Officers must advise the department in the event that any of the 
conditions. on which the allowanc~ is calculated, change. 
Pan-time teachers must follow the same procc:dures, but will receive 
payment of the allowance based on the rate of their employment 
fraction. 
VACATION LEAVE 
Easter, Winter and Spring Vacation 
If your employment" spans these vacation periods you will be paid at 
your normal fortnightly rate over that time. 
Mid-Summer Vacation 
Temporary teachers, who are employed for a full school year and are 
then re-employed from the first day of the following school year, may 
qualifY for payment of the mid-summer vacation. 
Annual Leave 
You are entitled to a cash equivalent of accrued annual leave based on 
20 days per annum at the conclusion of each temporary engagement 
plus the annual leave loading based on your pro-rata annual leav!: 
entitlement 
Your cash equivalent of pro-rata annual leave entitlement is calculated 
as follows: 
Number of school davs worked X 20 Cdavs) 
Number of days in school year 
The calculation is rounded to the n=t whole number of days. From 
the figure derived by this formula you must subtraCt any vacation 
periods paid to you during the course of your temporary engagement 
A leave loading of 17 1/2% is payable on the number of days initially 
determined prior to any subtractions being made. 
Part-time employees will be paid their entitlement at their normal 
fortnightly rate. 
LEA YE ENTITLEMENTS 
Long ~rvice uaw:- You become eligible for long service !eave afu:r 
the completion of ten years of recognised service. Leave may be lal::en 
subject to Departmental convenience. 
Sic.l: uave - There is no credit in advance for sick leave. Sick leave is 
acaued on an how1y basis based on your employment fraction. 
All Orhtr uaw: T~s - A!! other leave t}1leS should be applied for 
through your Principal. 
Information on !eave entitlements is available in the Department of 
Education Manual HR-0211. v.hich is held by your school 
Administration. 
TERJ\1INATION OF ENGAGEMENT 
Except in the case of serious misconduct where summary dismissal 
may. occur. either the department or the employee may terminate 
employment by the giving of one week's notice. 
NOTIFICATION OF CHANGES 
It is your responsibHiry to keep your Regional Office informed of any 
changes in your personal details (e.g. marital status, dependants, 
address, name change) 
GOVERJ."'(MENT EMPLOYEE HOUSING 
Education Queensland generally provides housing for eligible 
employees in those centres where: 
there is a recognised shortage of private rental housing; 
employees may not otherwise have access to an appropriate 
standard of housing; or 
local rents are higher than the median rent in Brisbane. 
Departmental employees can rent housing on either a sole-tenancy 
basis depending on the household circumstance of the employee. 
Sole-tenancy dwellings are usually provided for the exclusive use of 
one tenant and his or her family. Multi-tenancy housing is provided 
for the shared use of a number of tenants. The actual housing itself 
varies widely in type, design, age and standard. 
Wbo is eligible for employee housing? 
To be eligible for employee housing, you must: 
be a Government employee; 
be transferred or appointed inm. a centre to meet a government 
service need; or 
not own a private dwelling within 50 kilometres by road of the 
centre where you are employed. ~: You will not be eligible 
for housing if a related household member owns such a 
dwelling). 
How do you apply for employee housing? 
Employee housing is not automatically provided. You must apply, 
using the Application for Department of Education Housing form 
enclosed. 
How much rent must you pay? 
All occupants of employee housing are required to pay rent 
The amount of rent payable is determined according to Government-
approved rates. Rebates may be available for: 
the remoteness of your centre; 
lack of facilities or service available in the accommodation you 
have been allocated • for example, no garbage collection; 
employees transferred or appointed into Cabinet-approved 
Aboriginal communities. 
Tenants must begin rental payments from the time they move into 
their accommodation. If you are newly appointed or transferred into a 
centre, your residency ~ins on the date you first sleep in the 
dwelling. Your residency ends from the date you have: 
removed all your furnirure and effects from the dwelling; 
cleaned the dwelling to a satisfactory standard; 
rerumed the keys of the dwelling to an approved person • for 
example, the principal or local-accommodation officer. 
Rent 
On completion of an occupancy/vacating notification advice (EA 1 ), 
employees with tenure in excess of six months will have rent deducted 
through the payroll system. In the case of those employees with shon 
term engagements i.e. less than six months, rent is to be paid manually 
through the relevant regional office. 
An Employu Housing booldet is enclosed for further information. 
FURTHER INFORMATION 
Most of the conditions governing your employment are stated in the 
following documents, copies of which should be available from your 
principal or officer-in~harge. 
Public Service Act /996 
The Public Service Regulation 1997 
Code of Conduct and Guidelines for Ethical Behaviour 1996. 
Education Queensland 
~Ienninations and Rulings madtt · 'wu:fttr the Public Service 
MaJtagemttnt and Employment Act /988 
Directives made under the Public Service Act !996 
Teachers' A ward· State 
Commrmiry Teachers and Assistant Tttachers • Aboriginal and 
Torres Srrait Islander Commrmity School A ward. Slate 
Equal Opportunity in Public Employment Act /992 
Anti-Discrimination Act I 99/ 
~parrment of Education Manual 
Other policy, procedures and practices are included in: 
Education Office Gazette 
Regional Circulars 
Permanent Part 1ime Teachers Policy 
Temporary Teacher Policy 
Source: Education Queensland, Updated: l 1.09.97 
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APPENDIX 4 FLOWCHARTS- INFORMAL SUPPORT 
INFORMAL SUPPORT 
2.1 The following flowchart is the procedures of informal support used when a teacher is 
experiencing difficulties. 
COMPLETE 
The situation has been resolved. 
Recommence normal supeNision 
practices. 
If. within two years, performance 
reverls to an unsatisfactory standard. 
specific concerns identified and 
documented including dates and 
examples. 
Arrangements for the first meeting 
are established. 
First meeting 
Clarify the purpose and nature of 
the meeting. 
Outline official procedures for 
managing unsatisfactory teacher 
performance. 
First meeting (cont) 
Outline specific concerns 
(20 school days commences-here) 
Weekly meetings 
Consist of action planning and 
problem solving. 
2o days completed. 
Resolution required 
CONCLUDE 
There has been insignificant 
improvement. 
FORMAL SUPERVISION 
Initiate formal supervision 
program. 
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INFORMAL 
SUPPORT 
EXTEND 
for 20 additional days 
only 
- not available a secon 
time. 
FORMAL SUPERVISION 
2.2 The following flowchart is the procedure of formal supervision used as professional and 
personal support to the teacher to facilitate performance improvement. 
COMPLETE 
The situation has been resolved. 
Recommence normal supervision 
practices. 
Where performance subsequently 
reverts to an unsatisfactory 
standard, the principal will notify the 
Executive Director, Region who 
must be given instructions to: 
• recommence formal supervision, 
or 
• initiate administrative action, or 
• take any other appropriate action 
Formal supervision initiated. 
Procedural requirements 
completed. 
Support group established. 
Data collected. 
Performance plan established 
and finalised. 
{40 school days commence} 
Implementation and monitoring. 
The support groups meets 
fortnightly to encourage 
improvement and provide 
ongoing advice and feedback. 
/ 
Review of performance plan. 
Support group recommendation 
to the principal. 
CONCLUDE 
The support group process has 
been unable to bring about 
significant change. 
ADMINISTRATIVE ACTION 
Initiate Administrative Action. 
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FORMAL 
SUPERVISION 
EXTEND 
for 40 additional days 
only 
· not available a second 
time. 
ADMINISTRATIVE ACTION 
2.3 The following flowchart is the procedure to follow when administrative action is required 
because the formal supervision is discontinued due to insignificant improvement of 
performance. 
Dismiss the matter. 
Recommence normal 
developmental supervision. 
Administrative Action initiated 
A performance evaluation is 
conducted. 
A report is prepared for the 
Executive Director, Region. 
Upon receipt of the 
performance evaluation, the 
Executive Director, Region may 
t 
Recommend to the 
Director-General of Education 
that action be considered 
under Section 29 of the 
PSM&E Act of 1988. 
Board of Review requests 
officer to 'show cause' within 
14 days with reasons why 
disciplinary action should not 
be taken. 
Disciplinary action as 
recommended by the Board of 
Review approved by 
Director-General. 
ADMINISTRATIVE 
ACTION 
Take any other appropriate 
action. 
Source: Department of Education Manual, HR-04/1: Teachers, Unsatisfactory Performance 
(Schedule), Department ofEducation, Queensland, Date oflssue: 21/04/95. 
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APPENDIX 5 TEACHERS ON PROBATION- FLOWCHART- PROBATIONARY 
PERIOD 
FLOWCHART- PROBATIONARY PERIOD 
3.1 The following flowchart shows the procedures when a beginning teacher is appointed and 
a probationary period begins. · 
Commence induction program as outlined 
in guidelines for the professional 
development of teachers 
Complete form Teachers on Probation: 
Interim Report (PIN) Edmart code 1344 
(to be retained at school unless 
unsatisfactory) 
/ 
SA TJSFACTORY 
PERFORMANCE 
~ 
UNSATISFACTORY 
PERFORMANCE 
Continue normal 
school supervision 
practices 
Implement procedures for 
Managing Unsatisfactory 
Performance- Teachers 
Complete form Teachers on 
Probation: Confirmation of 
Appointment Report (PCA) 
Edmart code 1345 and forward to 
regional office 
SATISFACTORY 
PERFORMANCE 
Permanency: 
Salary Review 
UNSATISFACTORY 
PERFORMANCE 
Continue procedures for 
Managing Unsatisfactory 
Performance- Teachers 
Satisfactory 
Performance 
Satisfactory 
Progress 
! 
,-------...!';/ 
Conclude 
procedures for 
Managing 
Unsatisfactory 
Performance -
Teachers. 
Resume normal 
supervisory 
practices. 
' / 
Continue formal 
supervision stage -
extension granted to 
consolidate 
improvement 
Insignificant 
Improvement 
Satisfactory Unsatisfactory Executive Director. 
Periormance Periormance Region to arrange a 
periormance 
evaluation of the 
teacher 
Immediate, upon taking up duty and to 
be completed in second term of 
probationary service. 
To be completed in second term of 
probationary service 
INFORMAL SUPPORT 
Processes provided for a period of 20 
school days 
To be completed in ninth month of 
probationary service 
FORMAL SUP:-RVISION 
Program continued for a period of 60 
school days from date performance plan 
is established 
Where rate an.:i extent of progress is 
sufficiently positive, a once only 
continuation of the formal supervision 
program may be granted for a further 40 
school days 
ADMINISTRATIVE ACTION 
Source: Department of Education Manual, HR-04/1: Teachers, Unsatisfactory Performance 
(Schedule), Department ofEducation, Queensland, Date of Issue: 05/07/93 
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APPENDIX 6 TEACHER ON PROBATION: INTERIM REPORT 
Department of Education • Queensland 
TEACHERS ON PROBATION: INTERIM REPORT 
(fo be completed in second term of probationary period) 
Identification No.: _________ Full name=---------------------
Location name=----------------------------------
Appointment date: _________ Teacher type: _________ _ 
(Note: In completing this form, please refer to the /nJerim Guidelines for Probation Reporting). 
**If you wish, please add comments on up to two mutually 
agreed upon areas in each of the sections below. 
l. CLASSROOM MANAGEMENT 
* Documentation 
* Class routine and organisation 
* Classroom discipline 
* 
* 
2. INTERPERSONAL RELATIONSHIPS 
* Ability to communicate with students 
* Interpersonal relationships with school staff 
KEY -In terms of what could be expected at this stage, 
the teacher is: PW - Progressing well; 
ND - Needs development; 
U - Unsatisfactory 
* Interpersonal relationships with parents and community members 
* 
* 
3. CURRICULUM PROGRAM DEVELOPMENT 
* Knowledge of curriculum and teaching strategies 
* Curriculum planning 
* Curriculum resources 
* Curriculum evaluation program 
* 
* 
4. LEARNING AND TEACHING 
* Use of appropriate teaching strategies 
* Use of curriculum resources 
* Implementation of curriculum and evaluation program 
* 
* 
PRINCIPAL'S COMMENTS (OPTIONAL) 
Overall performance is: 0 Satisfactory 
0 Unsatisfactory 
Principal (Signature) 
TEACHER'S COMMENTS (OPTIONAL) 
Date 
Received 
PW ND u 
.> 
Regional office use 
if unsatisf~ctory 
by: ____ _ 
date: 
I have sighted the above report and have had the opportunity to discuss its content with the Principal. In the event of overall unsatisfactory performanc 
being indicated, I understand that this report will be sent to the regional Executive Director and that I have 14 days from the date shown below to provid 
to the regional Executive Director a response to the report, if I should so desire. 
Teacher (Signature) Date 
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NOTES ON TERMS USED IN 
TEACHERS ON PROBATION: REPORT FORMS 
CLASSROOMMANAGEMENT:Schoolandclassroomrulcs,routinesandmovements;recordkeeping;timeandresourcemanagement; 
organisation or suppon personnel. 
Documentation: Availability and knowledge of school policies and procedures, documentation and classroom routines and organisation. 
Class routine and organisation: Implementation of documented policies on classroom routines and organisation. 
Classroom discipline: Fostering of inner discipline in students and using other appropriate disciplinary measures. 
INTERPERSONAL RELA TIONSffiPS: The appropriate selection and use of such traits as sensitivity, empathy, rapport. tact. caring, 
responsiveness, valuing and assertiveness. 
Ability to communicate with students: Selection and use of appropriate interpersonal behaviours with students according to varying 
circumstances. 
Interpersonal relationships with school staff: Selection and use of appropriate collegial behaviours with school staff. 
Interpersonal relationships with parents and community members: Selection and use of appropriate interpersonal behaviours with 
parents and community members. 
CURRICULUM PROGRAM DEVELOPMENT: The planning and preparation (not implementation) of appropriate curriculum for 
the whole class and for individuals. 
Knowledge of curriculum and teaching strategies: Knowledge of relevant curriculum documents, stages or learner growth, and 
teaching strategies suitable for a particular class and/or individuals. 
Curriculum planning: Physical documentation which reveals a translation ofknowledge of curriculum and teaching strategies, together 
with a translation of the results of ongoing curriculum evaluation (see below), into a program for a specific class and/or individual. 
Curriculum resources: Availability and.suitability of curriculum resources to be used/being used by teacher and students during. the 
teaching and learning process. 
Curriculum evaluation program: Evaluation program to be used/being used to provide feedback on appropriateness of the developed 
curriculum program. The program includes the plan for student assessment. 
LEARNING AND TEA ClUNG: Learning refers to the cognitive, affective and social development of the learner. Teaching refers to 
the use of planning strategies (involving the promotion of student~entred approaches, supponing both learner independence and group 
participation, enhancing both holistic and analytical thinking and valuing both learning processes and learning products) and the 
application of appropriate interactive strategies (questioning, informing, discussing and supervising). (For funher details, seeP -10 Teaching 
Framework ( 1989).] 
Use of appropriate_ teaching strategies: Applying appropriate teaching strategies to implement the planned curriculum program. 
Use of curriculum resources: Using the resources prepared previously. 
Implementation of curriculum evaluation: Implementing the planned evaluation program, including the regular assessment of 
students' performance and the reporting of progress to parents. . 
Source: Department ofEducation, Queensland (PIN 1344), March 1991. 
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APPENDIX 7 TEACHER ON PROBATION: CONFIRMATION OF 
APPOINTMENT REPORT 
EDUCATION QUEENSLAND 
Education 
Queensland 
TEACHERS ON PROBATION: CONFIRMATION OF APPOINTMENT REPORT 
(To be completed at the end of the 8th month following appointment) 
Employee No: _______ Full Name: ______________ _ 
Location Name: _______________________ _ 
Appointment Date:. _______ Teacher Type: __________ _ 
Note: In completing this form. please refer to the DOEi.i Module HR-0411. Management of Unsa/isfactcxy Performance- Teachers 
PRINCIPAL'S COMMENTS 
1.CLASSROOM MANAGEMENT: 
2.1NTERPERSONAL RELATIONSHIPS: 
3.CURRICULUM PROGRAM DEVELOPMENT: 
4.LEARNING AND TEACHING: 
PRINCIPAL'S SUMMA TIVE RECOMMENDATION AND SIGNATURE 
In terms of Section 73 of the Public Service Act 1996, I certify that the teacher's service 
0 is satisfactory and recommend that the appointment be confirmed 
0 is unsatisfactory at this time and recommend that the period of probation be extended by a period of_ months 
(The maximum period allowable under the Act for an extension of probation is 4 months) 
0 is unsatisfactory and recommend that the appointment be terminated 
Principal's signature _________________ Date __ / __ / __ 
TEACHER'S COMMENTS (OPTIONAL/ 
Received 
District Office Use 
Entered on Edpers 
by: ____ _ 
date: 
I have sighted the above report and have had the opportunity to discuss its content with the Principal. In the event of overall unsatisfactory 
performance being indicated, I understand that this report will be sent to the district office and that if I wish. I have 14 days from the date shown 
below to provide a response to the report, to th·e Principal Personnel Officer of the District Office. 
Teacher's signature __________________ Date __ / __ / __ 
PLEASE FORWARD TO YOUR DISTRICT OFFICE 
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NOTES ON TERMS USED IN 
TEACHERS ON PROBATION:REPORT FORM 
CLASSROOM MANAGEMENT-School and classroom rules, routines and movements. record keeping, time and 
resource management, organisation or support personnel. 
Documentation - Availability and knowledge of school policies and procedures. documentation and classroom 
routines and organisation. 
Class routine and organisation - Implementation of documented policies on classroom routines and organisation. 
Classroom discipline • Fostering of inner discipline in students and using other appropriate disciplinary measures. 
INTERPERSONAL RELATIONSHIPS-The appropriate selection and use of such traits as sensitivity, empathy, 
rapport, tact caring, responsiveness, valuing and assertiveness. 
Ability to communicate with students - Selection and use of appropriate interpersonal behaviours with students 
according to varying circumstances. 
Interpersonal relationships with school staff • Selection and use of appropriate collegial behaviours with school 
staff. 
Interpersonal relationships with parents and community members - Selection and use of appropriate 
interpersonal behaviours with parents and community members. 
CURRICULUM PROGRAM DEVELOPMENT-The planning and preparation (not implementation) of appropriate 
curriculum for the whole class and for individuals. 
Knowledge of curriculum and teaching strategies - Knowledge of relevant curriculum documents, stages or Ieamer 
growth, and teaching strategies suitable for a particular class and/or individuals. 
Curriculum planning - Physical documentation which reveals a translation of knowledge of curriculum and teaching 
strategies, together with a translation of the results of ongoing curriculum evaluation (see below), into a program for a 
specific class and/or individual. 
Curriculum resources - Availability and suitability of curriculum resources to be used/being used by teacher and 
students during the teaching and learni~g process. 
Curriculum evaluation program - Evaluation program to be used/being used to provide feedback on appropriateness 
of the developed curriculum program. The program includes the plan for student assessment. 
LEARNING AND TEACHING -learning refers to the cognitive, affective and social development of the Ieamer. 
Teaching refers to the use of planning strategies (involving the promotion of student-centred approaches, supporting 
both learner independence and group participation, enhancing both holistic and analytical thinking and valuing both 
learning processes and learning products) and the application of appropriate interactive strategies (questioning, 
informing, discussing and supervising). 
Use of appropriate teaching strategies • Applying appropriate teaching strategies to implement the planned 
curriculum program. 
Use of curriculum resources- Using the resources prepared previously. 
Implementation of curriculum evaluation - lmpl~menting the planned evaluation program, including the regular 
assessment of students' performance and the reporting of progress to parents. 
Source: Education Queensland, Revised 13 January 1998 
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g:\persnsvc.bch\gen _prac\forms\lch _prob.doc 
Revised 13 January 1998 
APPENDIX 8 BOARD OF TEACHER REGISTRATION 
PRINCIPAL'S REPORT 
BOARD OF TEACHER REGISTRATION 
Queensland 
TEACHING SERVICE OF PROVISIONALLY REGISTERED TEACHER 
PRINCIPAL'S REPORT 
Reg No: Name: 
School: 
Date of appointment to school: Date of cessation of duty at school (if applicable): 
Report of teaching performance (see over): 
(a) Relationship with Students. 
(b) Approaches to Teaching. 
(c) Professional Qualities. 
(d) Knowledge base for Teaching. 
(e) Any Other Comments. 
Principal's Recommendation. 
On the basis of the teacher's service at my school, and following discussion with the teacher, 
I recommend: 
A. 
B. 
c. 
D 
D 
D 
that full registration be granted. 
that provisional registration be extended. 
that provisional registration be cancelled. 
Signature 
Provisionally Registered Teacher's Signature 
Date 
Postal Address 
PO Box 389 
TOOWONG Q 4066 
I have sighted the above report and I understand that, in the event of a recommendation under B or C above, I may forward comments or the 
names of additional referees to the Board under separate cover. 
Signature Date 
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In commenting on the teaching performance of the provisionally registered teacher, you may care to use the 
following summary of desirable characteristics of effective teachers. The summary is derived from a· research 
project undertaken by the former Board of Teacher Education in which opinions on the desirable 
characteristics of beginning teachers were obtained from a large sample of teacher educators, school 
inspectors, principals, experienced teachers and beginning teachers. This summary is not intended as an 
exhaustive or exclusive list, but as a guide to aspects of teaching which might be considered under each 
heading. 
a) Relationship with Students 
• ability to communicate effectively with students 
• genuine interest in and liking for children or young people 
• enthusiasm in carrying out teaching role 
• commitment to teaching 
• patience and self-control 
• warm approach 
• ability to provide an appropriate atmosphere for learning 
• resilience in the face of failure 
• skill in interpersonal relationships 
• flexibility in approach to teaching 
• respect for opinions of others 
• confidence in ability to perform teaching tasks 
b) Approaches to Teaching 
• ability to maintain appropriate discipline 
• knowledge of teaching methods in major curriculum areas 
• ability to prepare and plan teaching programs 
• ability to use classroom management techniques 
• familiarity with curriculum guides, their aims and objectives 
• ability to cater for individual differences 
• ability to use assessment techniques in reponing and feedback 
• skill in using questioning techniques 1 
• possession of a range of teaching techniques 
c) Professional Qualities 
• willingness to accept advice and guidance 
• proficiency in the use of English 
• readiness to seek advice 
• industrious approach to teaching 
• awareness of professional responsibilities 
• ability to work in cooperation with other members of staff 
• concern for punctuality and appearance 
d) Knowledge Base for Teaching 
• background knowledge of subject matter in curriculum areas 
• willingness to panicipate in professional development activities 
• broad, general knowledge 
• knowledge of child growth and development 
• awareness of social and cultural influences (including the arts) on educational practices 
Source: Board of Teacher Registration, Queensland, Teaching Service of Provisionally Registered 
Teacher. 
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APPENDIX 9 QUEENSLAND UNIVERSITY OF TECHNOLOGY 
QUESTIONNAIRE 
BEGINNING TEACHERS, TEMPORARY ENGAGEMENTS 
AND PERMANENCY 
Queensland University of Technology - Questionnaire 
Beginning Teachers, Temporarv Engagements and Permanency 
Section 1: Background Information 
1.1 Age (please circle) 
20-25 26-30 31-35 36-40 
1.2 Sex (tick box) 
0 male 0 female 
1.3 Relationship status (tick box) 
0 without a partner 0 with a partner 
41-45 
1.4 Status of children in the family (tick appropriate box) 
0 no children 
0 dependent children - how many? ............. . 
0 independent children - how many? ............. . 
1.5 Qualifications (most recent placed first) 
46-50 51-55 56+ years 
Qualification Institution 
1.6 Teaching Work History (most recent date first) 
School or Temporary or Full time or Duration I dates 
Year Institution Permanent __!!_art time 
eg 1998 Saltfarrns SHS Temporary Full time 4 weeks - 27.1.98-
27.2.98 
~ 
1. 7 Suitability Rating (tick box) 
What suitability rating were you given by Education Queensland? 
0 S 1 0 S2 0 S3 0 Unsuitable 
1.8 Have you applied to be re-interviewed? (tick box) 
0 Yes 0 No 
If you have been reinterviewed what is your new suitability rating? ............ . 
1.9 Teaching sector I area (tick appropriate boxes) 
Teaching sector I area I am currently teaching I would prefer to teach I am qualified to teach 
in in in 
Preschool 
Primary Years 1-4 
Primary Years 5-7 
Secondary 
Preschool to Year 12 
Other 
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1.10 If your teaching sector is secondary, list 
First teaching area ..................................................... . 
Second teaching area ................................................. . 
Third teaching area (if applicable) .................................. . 
Section 2: Perceptions of Temporary Engagements and Permanency 
2.1 Do you wish to be I remain a permanent employee of Education Queensland~ (tick box) 
0 Yes (go to question 2.2) 0 No (go to question 2.3) 
2.2 If yes, the reasons include: (you may tick more than one box) 
0 it offers financial security. 
0 it means that I am treated the same as other permanent teachers in the school, 
0 it offers continuity of employment, 
0 it means that I will not be unemployed for six to eight weeks at Christmas time, 
0 it provides me with a sense of belonging to the school in which I am teaching, 
0 it allows me to establish relationships with the students, staff, and parents in the school, 
0 it means I can teach my students for an uninterrupted period of time, 
0 it means I have equal access to the contents of an induction program, 
0 it allows me to participate in professional development and training activities, 
0 it give me the support and assistance I need as a beginning teacher, 
0 it gives me some motivation to continue when I get stressed and the workload is very high, 
0 it allows me the opportunity to plan and prepare work with some certainty of employment, 
0 it means I can develop my teaching skills in an organised and planned way, 
0 Please add other reasons not mentioned in the above section. 
2.3 If no, the reasons include: (you may tick more than one box) 
0 it gives me the opportunity to say 'no' to a particular school, 
LJ it means that I can withdraw from a contract with five d<tys' notice, 
0 it means that I am not subject to Education Queensland's transfer policy, 
0 it allows me the time to decide whether I wish to pursue teaching as a career, 
0 it gives me the flexibility to pursue other interests, 
LJ it gives me the opportunity to teach different groups of students, 
0 it allows me to become multi skilled, 
0 it gives me the opportunity to teach in different schools, 
0 Please add other re<!Jions not mentioned in the above section: 
2.4 Does I did mobility affect your capacity to obtain a permanent position with Education Queensland? (tick 
box) 
0 Yes (Go to Question 2.5) 0 No 0 Don't know 
2.5 If yes, is the reason because of (you may tick more than one box) 
0 partner's employment, 
0 personal health reasons, 
0 regional, state or national sporting commitments, 
0 special requirements needed for family member, 
0 study, 
0 specialist skills, eg music, 
0 Jack of interest in teaching in remote location. 
0 Other, please specify: 
Section 3: Pathways to Permanency 
3.1 Have you gained a permanent position with Education Queensland? (tick box) 
0 Yes 0 No 
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3.2 To what extent do you think the following factors affect I influence the obtaining of permanency for 
beginning teachers? Please rate by placing an X as follows: 1= most influential, 2 =influential, 3 =some 
effect, 4 =little or no effect, and 5 =don't know 
2 3 4 
Ability to travel to different parts of Queensland 
Suitability rating 
Need for teachers in a particular teaching I subject area (secondary) 
Need for teachers to be able to work at a particular teaching level (lower 
or upper primary or preschool) 
Teaching qualifications 
Skill in extra curricular activi· ies, eg music, sport, debatin!! 
Marital status 
The principal's and other staff support for their appointment to a 
permanent position 
The attitude, motivation and performance of the teacher once they are in 
a school 
Beino- in the right place at the rio-ht time 
Special talents, skills or abilities within the school 
The type of vacancy that exists in the school, eg substantive, temporarv 
Please add and rate any factors not listed above: 
Section 4: Belief Statements about Temporary Engagements and Permanency 
4.1 The following are a range of statements made about employment practices within Education Queensland. 
Indicate with an X your views on these statements. 
SA Strong Agree A Agree N Neutral 
D Disagree SD Strongly Disagree 
SA A N D SD 
Temporary engagements are a way of saving money for Education 
Queensland 
Temporary Engagements represent a suitable type of employment strategy in 
the ever chanaina labour market 
There should be a maximum time for beginning teachers to stay on 
temporary engagement before being offered a permanent position 
Permanency or tenure is an employee's right rather than a orivilege 
Ed~cation Queensland discriminates against teachers on temporary 
engagement 
Staff and Administrators do not discriminate against teachers on temporary 
engagement 
Schools do not want to invest time and money for professional development 
and training for teachers on temoorarv enaaaements 
It is easier to dismiss a teacher on temporary engagement than a teacher who 
is a permanent member 
Education Queensland has a policy to minimise the number of teachers on 
temporary engagement in Queensland 
.The procedures for obtaining permanency are clearly articulated by 
Education Queensland 
Teachers on temporary engagement can fill all types of vacancies in a 
school, ie long service leave, paternity I maternity leave, substantive 
vacancy, sick leave, special leave 
Temporary engagements have a negative effect on the students and other 
staff in the school 
Principals like to have some staff on temporary engagement because it 
allows some flexibility in staffing the school 
The principal has time to rate the performance of teachers on temporary 
engagement before an offer of permanency is made 
3 
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5 
Section 5: Preferred Future (you may tick more than one box) 
Preferred Future 5.1 \Vhere do you see yourself 5.2 Where do you see yourself 
in 5 years time? in 10 vears time? 
Teaching with Education Queensland on 
temporary engaoements 
Teaching with Education Queensland in 
a permanent position 
Teaching with another employer 
Studyino 
Travellino or pursuing other interests 
Fulfilling family cummitments 
Pursuing another career 
Other (please specify 
5.3 If you have resigned or taken leave from Education Queensland, and I or joined the private schooling system, 
please indicate the circumstances and reasons for this decision. 
Section 6: Other comments 
Please add any further comments you wish to make on the issue of temporary engagements versus permanent 
employment policies and practices. 
Thank you for your participation in this questionnaire. Your contribution is most valued by the research team. 
Would you like to participate in the follow up study? 
0 Yes, I would like to participate. If yes, please complete the following: 
Surname: .•••.••••••••..•.••••.••..•••. Given Name: ...••••.•.••.•••••••••..•••.••..•. 
Address: ••••.•.••••••.•.•..••........••.••.•..•••••••••.••••..••••.•••••••••••••••••..•... 
Home Telephone: ••••.•.•.•.•••••.•••• Work Telephone: ••.•••••••..•••••••••.•.... 
Mobile: ..•••....••.....•••....•••......•..•..••...•..•.••.•.....•.•.••..••..••.•.••.....••. 
Email: .....••.••.••.••••.•.....•.•.••.•.•...••.•......••••••••••••••••••.•••....••.••..•... 
0 No, I do not wish to participate. 
4 
Source: Winning the Lottery? Beginning Teachers on Temporary Engagement, A Report of a project 
conducted by Queensland University of Technology and Education Queensland, July 2000. 
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APPENDIX 10 INFORMATION PACKAGE AND INFORMED CONSENT FORM 
QUT 
!~formation Package and Informed Consent Form 
1. Project Title: Beginning Teachers, Temporary Engagements and Permanency 
2. Research Team: 
Chief Investigator: 
Dr Leonie Daws - Director of Centre for Policy and Leadership Studies, QUT. (Kelvin 
Grove Campus, Victoria Park Road, Kelvin Grove Q 4059; Telephone 07 38643695; Fax 
0738643728; e-mail: l.daws@qut.edu .au) 
Research Members: 
a. Associate Professor Brigid Limerick - School of Cultural and Policy Studies, QUT. 
b. Dr Jill Brannock - School of Cultural and Policy Studies, QUT. 
c. Ms Carla Tromans - Deputy Principal, Craigslea State High School. 
3. The Research Project: 
Queensland University of Technology is conducting a research project with the assistance 
of Education Queensland. The project will explore the relationship between beginning 
teachers, and the concepts of temporary engagement and permanency. The aims of the 
project are: 
a. To track the number and duration of temporary engagements for the 1997 beginning 
teacher cohort, employed by Education Queensland, 
b. To gauge the feelings/opinions of beginning teachers about temporary engagements, 
and permanency, and 
c. To determine perceptions of beginning teachers' movement from temporary 
engagements to becoming a permanent employee. 
The target group for the study is the student teacher cohort who graduated from a 
college or university at the end of 1996, registered with Education Queensland, and 
received a 'temporary engagement' as their first appointment in a school or similar site in 
1997. 
4. Duration of the Participants Involvement: 
You will be asked to complete a confidential questionnaire that will take approximately 20 
minutes to complete. You are not obliged to answer or respond to all questions in the 
questionnaire. 
A subsequent research project, as part of a doctoral thesis {Course EDll} at QUT, will 
be conducted by Carla Tromans, under the guidance of the academic staff listed below in 
the next section. This project will be a case study of 4 to 6 volunteer beginning teachers 
from this cohort. The purpose of this study is to examine in more depth the relationship 
between the begimiing teacher, temporary engagements and permanency. At the end of 
the questionnaire there is a request slip to indicate your intere~t in participating in the 
follow up study. Should you wish to be involved, a separate information package and 
informed consent form will be distributed to you during 1999. 
Participation in the project is voluntary and you may elect to withdraw at any time 
without comment or penalty. A decision not to participate, or to withdraw, will have no 
impact upon the service you receive from Education Queensland or QUT. 
Faculty of Education 
Queensland University of Technology 
KELVIN GROVE CAMPUS VICTORIA PARK ROAD KELVIN GROVE 0 4059 AUSTRALIA PHONE (07) 3864 2111 FAX (07) 3864 3728 
Campuses: Gardens Point (city), Kelvin Grove, Carseldine World Wide Web: http://www.qut.edu.au/ 
OUT International: Victoria Park Road Kelvin Grove Q 4059 Australia Phone +61 7 3864 3142 Fax +61 7 3864 3529 
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5. Benefits that may result from the Research: 
There has been little research conducted in this area. It is hoped that the study will 
provide much needed information, on your perceptions, feelings and opinions about 
being on a temporary engagement and/or being a permanent member of Education 
Queensland. There is also potential to raise awareness of issues faced by beginning 
teachers on temporary engagement. The research may inform policy prepared by 
Education Queensland. 
6. Confidentiality of the Data: 
For the questionnaire, no identifying information about the participants will be used in 
any paper or report that may result from this research. Only aggregate data will be 
published and all information provided by you will be anonymous and treated as strictly 
confidential. 
For the follow up research project with the volunteer participants, only three members of 
the research team will know the identities of the participants. Those members are Carla 
Tromans (EdD student), Associate Professor Brigid Limerick (Principal Supervisor) and Dr 
Jill Brannock (Associate Supervisor). All tapes and transcriptions will be kept in a secure 
place, and only the above named members of the research team will have access to 
them. Once again, no identifying information will be used in any paper, report or doctoral 
thesis that may result from the research. All information provided by you will be treated 
as strictly confidential. 
7. Questions or Concerns: 
You are welcome to contact the chief investigator, Dr Leonie Daws, regarding any 
questions or concerns you may have about this project. Should you have any concerns 
relating to the ethical conduct of the research please feel free to contact the Secretary of 
the University Research Ethics Committee on 07 38642902. 
8. Feedback to Participants: 
The data from the questionnaire will be collated and analysed. A report will be published 
in December, 1998. 
9. Survey Return: 
Please return the questionnaire in the reply paid envelope on or before 4 September 
1998. 
10. Consent: 
By completing this section you indicate that you: 
a. acknowledge that the nature of this research and your involvement in the project has 
been explained to you; 
b. understand that confidentiality will be maintained and that no identifying information 
will be released; 
c. understand that you may withdraw from this study at any time, without comment or 
penalty; and 
d. understand that your participation in the study is voluntary. 
Name: 
Signature: Date .... ./ ... ./ .... 
Source: Faculty ofEducation, Queensland University ofTechnology, September 1998. 
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APPENDIX 11 UNNERSTIY PRACTICUUM REPORT- NON GRADED 
Professional Experience Unit (Sec) 
Queensland University of 
Technology 
Victoria Park Road 
Kelvin Grove 4059 
FACULTY OF EDUCATION 
PRESERVICE TEACHING PROFILE 
Form PGE 1 
Graduate Diploma of 
Education 
Surname Other Names 
Practising School Session from 
......................... to 
Days absent: 
Subjects and year levels taught: 
Subjects and year levels observed: 
Extra curricular activity: 
Comment';. on. the· progress.;.made.·.in ;relation <to-..:the···program¥~Xperienced.iand7. the.-,generic .. teaching.: a11d 
prcites~iC)ii~~t~kiJI~~?'~"'~~ed.':if~~~e~-~o· the· des~ript~~~~·n the)'e~~fffsii:i~~fPres¥f.'·i~e~eachers· shouid: g~~9~~~: 
this profile·wtth thetr cooperatmg teachers before returmng to·Umverstty.'- :·' ·. · · · .-· ''':"'.:?i.: 
Recognition of 
students' needs 
teaching 
strategies and skills 
student-teacher 
relationships 
Evaluation of 
students' work 
Recognition of teachers' roles 
personal qualities 
professional contribution 
evaluation of own 
teaching and interpersonal 
relationships 
Recommended for entry to practice teaching in semester 2: 
NB Signing equivalent to sighting 
YesD No D Date: 
Preservice teacher Cooperating teacher Principal/Coordinator 
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LIST OF GENERIC TEACHING AND PROFESSIONAL SKILLS 
NOTE: Satisfactory performance is contingent upon the student making progress in almost all of the 
generic skills in his/her introductory and intermediate sessions of practice teaching. 
1.0 Planning and Preparation 
1.1 Expresses intended purposes and outcomes of lessons clearly. 
1 .2 Selects activities that relate to students' real world experiences. 
1.3 Structures lessons in ways that enhance motivation. 
1.4 Highlights organisational procedures. 
1.5 Resources/researches le~sons thoroughly and on time. 
1.6 Specifies how teaching skills and/or Jesson outcomes are to be evaluated. 
2.0 Communication 
2.1 Speaks clearly with good voice projection. 
2.2 Gains interest, projects personality by varying voice (pitch, pace, power, pause) and using 
gestures. 
2.3 Adjusts language patterns to students' abilities, teaching strategies and to subjects. 
2.4 Shows competence in explaining concepts. 
2.5 Uses a variety of media to cater for different learning styles. 
2.6 Uses written language appropriately; writes legibly. 
2.7 Communicates enthusiasm for subject and for teaching students. 
3.0 Management of Learning 
3.1 Sets rules and procedures, ensures students follow directions. 
3.2 Establishes a safe working environment. 
3.3 Organises students/activities/materials smoothly within time limits. 
3.4 Paces and times lessons/activities effectively. 
3.5 Promotes students' cooperation and participation. 
4.0 Recognition of Students' Needs 
(Teaching Strategies and Skills) 
4.1 Clarifies purposes of lessons, procedures, students' responsibilities, etc. 
4.2 Creates opportunities for students to succeed. 
4.3 Uses examples, illustrations and exercises that help students relate subject matter to their 
own lives. 
4.4 Checks for understanding, reteaches where necessary. 
4.5 Provides individual feedback and assistance. 
(Student-Teacher Relationships) 
4.6 Encourages open communication, posing questions and responding to students' questions, 
sharing feelings and opinions appropriately. 
4.7 Strives to be supportive and caring through active listening, encouragement and guidance. 
4.8 Uses a variety of ways to recognise (reward) good work, effort and cooperation. 
5.0 Evaluation of Students' Work 
5.1 Uses Jesson reviews/closures effectively. 
5.2 Encourages students to present/summarise what was learned, e.g., role play, display art 
project. 
5.3 Makes known criteria for evaluation. 
5.4 Sets tests to help students monitor their own progress. 
6.0 Recognition of Teachers' Professional Role 
6.1 Is punctual and responsible, plans ahead to meet deadlines. 
6.2 Establishes good teaming skills with colleagues in the school. 
6.3 Operates in pastoral role and other "extra'-teaching roles. 
6.4 Learns from discussions with and observations of colleagues, and from personal experience 
and reflection. 
6.5 Acts to support essential values and beliefs, e.g., social justice, quality education. 
Source: Graduate Diploma ofEducation, Pre-service Teaching Profile (PGE 1), Faculty ofEducation 
Queensland University ofTechnology, 1996 
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APPENDIX 12 UNIVERSITY PRACTICUUM- GRADED REPORT 
DEPARTMENT OF HUMAN MOVEMENT STUDIES 
ANALYSIS OF STUDENT TEACHING PRACITCE 
SEMESTER 1 SCIENCE REPORT 
NAME OF STUDENT: 
m THE UNIVERSITY ~ OF QUEENSLAND 
Brisb~ Qld 4072 AustraJ1c 
(Sur.ume ·Block letters) (Given Names) 
SCHOOL: Practice Period Ending:------------
Number of days absent: Reason (if known): _ _,_ __________ _ 
. • IT IS HI GilLY LtKELYTHATTHIS REPORT\\1LL BE USED BY EDUCATION . · ·. . 
· . QUEENSLAND WilEN DETERl\IINING SUITABILITY RATINGS. . · • . 
EACH SUPERVISING TEACHER IS ASKED TO SUBMIT AN ANALYSIS OF11IE STUDENT-TEACHER'S PRACI'ICE 
CLASS SUBJECf NO. OF LESSONS NATVREOFTIIECLASSJNUSUALSE'ITING 
No. taught by student teacher ......... . 
No. of these observed by 
supervising teacher ····-···· 
No. of other lessons observed by 
student teacher ......... . 
Regarded as a 'good class' 
Difficult to interest 
Difficult to manage 
Name of Supervising Teacher __ ..;._ _________________________ _ 
TO THE SUPERVISING TEACHER 
The purpose of this analysis is to provide detailed information for the student and university staff on progress during the 
practice teaching. Please write candidly. We also provide students with a comprehensive formal reference towards the 
end of the year based on reports from both blocks of teaching practice. · 
Ratings used in this analysis sheet should be made relative to other student teachers AT THE SAME STAGE OF 
INITIAL TEACHER PREPARATION. They are not intended for comparison with fully qualified and experienced 
teachers. 
We suggest that the observations and assessments recorded on this analysis form should be based on all your observa-
tions including at least TWO COMPLETE OBSERVED LESSONS PER WEEK. 
ANALYSIS OF STUDENT TEACHING PRACTICE 
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The main categories have been chosen to reflect the most important aspects of teaching. Wquld you please rate 
the student teacher's work on each of these four main categories using the scales provided 
Unsatisfactory (U) Pass (P) Credit (C) Distinction (D) Outstanding (0) 
The statements under each of the four headings are presented to help define what is intended in the category. 
Please write YES for satisfactory performance or NO for poor performance beside the appropriate statements. 
Alternatively you may wish to offer a brief comment in the space provided. 
DEFINITION OF STANDARDS 
Outstanding 
Consistently demonstrates all of the stated criteria for this aspect of professional practice to a very high degree 
especially through willingness and capacity to exercise independent professional Judgement and to be self-
actualising rather than merely reactive. Exemplary on this particular aspect of professional practice for this 
stage of their professional development. 
Distinction 
Less consistent on this aspect of professional practice than those reaching the 'outstanding' level but with greater 
depth on more of the relevant criteria than for those rated 'good'. There are no wCaknesses or deficiencies. 
There are instances of imagination and flair on some of the criteria. 
Credit 
Demonstrates good progress in this aspect of professional practice across almost all the stated criteria with no 
serious weaknesses. In some cases excellent or even outstanding progress may have been made on a few of the 
relevant criteria and this may compensate for a few weaknesses or deficiencies. A sound foundation exists for 
continued professional growth. 
Pass 
Sufficiently competent in this aspect of professional practice to be able to perform teaching duties satisfactorily 
under normal circumstances. 
Posatisfactory 
:Has not progressed to a level sufficient for exc:icising independent responsibility with. respect to this aspect of 
professional practice. 
PROFESSIONAL COMMITMENT 
Extent to which this person has demonstrated: 
positive attitudes towards teaching 
willingness to accept responsibilities 
awareness of and responsiveness to differing student needs 
interest in professional improvement 
enthusiasm for the subject and interest in the students 
diligence in undertaking professional duties 
evidence of professional ethics 
u 
RATING 
COMMENTS 
ANALYSIS OF STUDENT TEACHING PRACTICE 
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p c D 0 
INSTRUCfiONAL DESIGN RATING 
u p c D 0 
Extent to which this person has demonstrated: COMMENTS 
knowledge and understanding of subject matter as an 
input to instructional design 
ability to design effective learning sequences 
ability to plan and prepare prior to instruction 
imagination and variety in teaching approaches 
knowledge and understanding of appropriate criteria 
and standards for student learning 
reflective use of professional adviee and student 
feedback to improve teaching approaches 
u p c D 0 
ORGANISING STUDENTS FOR LEARNING RATING 
Extent to which this person has demonstrated: COMMENTS 
ability to maintain awareness and control of the overall 
activities of students 
ability to malce effective use of a variety of learning 
resources 
sensitivity to individual needs within a group context 
use of student interests and knowledge 
encouragement of student participation and involvement 
ability to modify plans as needed for more effective learning 
u p c D 0 
INTERACfiON AND COMl\1UNICATION RATING 
Extent to which this person has demonstrated: COMMENTS 
. confidence and presence in class 
ability to develop a rapport with students and other teachers 
use of effective communication skills in the classroom 
effective use of own physical resources 
(especially voice and gesture) 
willingness to listen 
clarity of instructions. questions and explanations 
adoption of appropriate strategies for checking 
student understanding 
ANALYSIS OF STUDENT TEACHING I"RACTICE 
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OVERALL PERFORMANCE SATISFACTORY/UNSATISFACTORY RATING 
u p c D 
VfHATARETHESTUDENTTEACHER'SSTRENGTHS? ____________________________ __ 
IN WHAT AREAS DOES THE STUDENT TEACHER NEED FURTHER ASSISTANCE? ----------
GENERAL COMMENTS 
(If appropriate include references to participation in school activities other than assigned teaching) 
(If insufficient space, please attach an extra sheet) 
0 
Supervising Teacher--------------
Student Teacher ---------------
Principal-------------
Date ---------------
PLEASE MAIL TO 
Department of Hwnan Movement Studies 
The University of Queensland Q 4072 
ANALYSIS OF STUDENT TEACHING PRACTICE 
Source: Analysis of Student Teaching Practice, Science report, Department ofHuman Movements 
University nfQueensland. ' 
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GRIFFITH UNIVERSITY 
FACULTY OF EDUCATION 
2ND YEAR STUDENT 
FINAL REPORT ON STUDENT TEACHING 
NAME ................................................................................................................................................... YR LEVELS TAUGHT ................... . 
surname other names 
PRACTISING SCHOOL. ........................................................ PRINCIPAL/SECOND TEACHING AREA .......................................... . 
FIELD STUDIES PERIOD: FROM ......... / ......... / ......... TO ......... / ........ ./. ....... . 
2 3 4 
FAIL NO 
SUBMISSION 
FAIL PASS 
CONCEDED 
PASS 
A. PLANNING FOR LEARNING & TEACHiNG 
Writes lesson plans for full lesson. 1 2 3 4 5 6 7 
Writes appropriate aims & objectives. 1 2 3 4 5 6 7 
Writes extended procedure notes for 
teaching 1 2 3 4 5 6 7 
Considers the correlation between 
teaching & learning. 1 2 3 4 5 6 7 
Plans appropriate teaching strategies 
& learning experiences for full lesson. 1 2 3 4 5 6 7 
Incorporates advanced teaching skills 
into lessons 1 2 3 4 5 6 7 
Develops & constructs own teaching 
strategies. 1 2 3 4 5 6 7 
Ensures self competence in use of tools 
equipment & resources. 1 2 3 4 5 6 7 
Incorporates previous feedback in 
modifying future lessons. 1 2 3 4 5 6 7 
B. CONTENT KNOWLEDGE & SKILL 
Knows the concept of analogue & digital 
electronics. 1 2 3 4 5 6 7 
Knows & applies skills in circuit design & 
the function of integrated circuits. 1 2 3 4 5 6 7 
Displays knowledge & skills in orthogonal, 
pictorial & plane geometry. 1 2 3 4 5 6 7 
Knows the design processes dealin~ with 
ascetics, ergonomics & antraponetncs. 1 2 3 4 5 6 7 
Basic knowledge of & skills with materials & 
the processes used in wood, metal & plastics.1 2 3 4 5 6 7 
C. TEACHING SKILLS & STRATEGIES 
Varies communication to suit teaching 
situation. 
Effective questioning techniques 
(prompts & focussing). 
COMMENTS OF SCHOOL SUPERVISORS 
1234567 
1234567 
RECOMMENDED GRADE • FNS F PC P C D HD 
5 6 7 
CREDIT DISTINCTION HIGH 
DISTIINCTION 
Reacts to student answers withwarmth & 
enthusiasm 
Appropriate reinforcement procedures. 
Varies voice & gestures. 
D. CLASSROOM MANAGEMENT 
Classroom activities flow smoothly. 
Communicates clearly & concisely using 
correct technical language. 
Asks key questions & encourages answers 
Uses manipulative & audio visual aids. 
Develop peripheral vision to identify 
potential disruptions. 
Positive classroom enviroment. 
Presents a positive image. 
E. CLASSROOM CLIMATE 
Reinforces positive behaviour. 
Sound rapport with students. 
F. ASSESSMENT & EVALUATION 
Understands the difference between diag-
nostic, formative & summative assessment. 
Understands process, content & skill 
testing in junior school. 
Formulates criteria for marking in 
junior school. 
G. PROFESSIONAL QUALITIES 
1234567 
1 2 3 4 5 6 7 
1234567 
1234567 
1234567 
.1 2 3 4 5 6 7 
1 2 3 4 5 6 7 
1234567 
1 2 3 4 5 6 7 
1234567 
1234567 
1 2 3 4 5 6 7 
1234567 
1 2 3 4 5 6 7 
1234567 
Maintains confidentiality & ethical behaviour.1 2 3 4 5 6 7 
Initiative to be involved in additional 
activities. 1 2 3 4 5 6 7 
Willingly self-monitors progress 1 2 3 4 5 6 7 
Relates well with staff & students. 1 2 3 4 5 6 7 
(Please type comments) 
........ / ........ / ....... . 
Signature of school supervisor date 
....... / ....... ./ ....... . 
Signature of student Signature of school coordinator date 
COMMENTS OF UNIVERSITY SUPERVISOR 
RECOMMENDED GRADE • FNS F PC P C D HD 
········································································· 
........ / ....... ./ ....... . 
Si nature date 
UNIVERSITY USE ONLY COMPOSITE GRADE A WARDED: ..................................................................... . 
INITIALS 
DISTRIBUTION- BLUE - UNIVERSITY; YELLOW - SCHOOL; WHITE - STUDENT COPY 
Source: Final Report on Student Teaching (2nd year), Faculty ofEducation, Griffith University. 
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APPENDIX 13 EDUCATION QUEENSLAND LETTER 
QUT 
I 0 August 1998 
Education 
Queensland 
Education House, 30 Mary Street. Brisbane 
PO Sox 33. Bnsbane Albert Street, ~nsland 4002, AuSiralid 
Web Site http://~.qed.qld.qov.au 
To: 1996 End of Year Graduates/Tea:~hers Appointed by Education Queensland in 1997 
From: QUT- Centre for Policy and Leadership Studies and Education Queensland- Resource Services 
Directorate 
Re: Research Project 
"Beginning Teachers, Temporary Engagements and Permanency" 
1. QUT is conducting a research project with the assistance of Education Queensland. The research team 
comprises Dr Leonie Daws, Associate Professor Brigid Limerick, Dr Jill Brannock, and Carla Tromans. 
The representative from Education Queensland is Mr Jim McGowan. The purpose of this letter is to seek 
your permission to participate in the project, by allowing the team to send you a confidential questionnaire. 
2. The target group for the study is the student teacher cohort who graduated from a college or university at the 
end of 1996, registered with Education Queensland, and received a 'temporary engagement' as their first 
appointment in a school or similar site in 1997. 
3. The aims of the research project are: 
a. To track the number and duration of temporary engagements for the 1997 beginning teacher cohort, 
employed by Education Queensland. 
b. To gauge the feelings/opinions of beginning teachers about temporary engagements. 
c. To determine perceptions of beginning teachers' movement from temporary engagements to becoming 
a permanent employee. 
4. The proposed timeline for the research project is: 
a. August - Permission to send questionnaire to Education Queensland employees 
b. September- Distribution of questionnaire 
c. September/October- Collation of results 
d. November- Writing of Report 
e. December- Distribution of Report 
5. The research technique to b~ used will be a confidential questionnaire. You will not be required to put your 
name, address or other details on the questionnaire. If you do not wish to receive a questionnaire, please 
contact Jim McGowan by 20 August 1998, (Education Queensland, Resource Service Directorate, PO Box 
33, Brisbane Albert Street Q 4002; or Fax 07 32370842). 
6. A subsequent research project, as part of a doctoral thesis at QUT, will be conducted by Carla Tromans, 
currently Deputy Principal at Craigslea State High School. The project will be a case study of 4 to 6 
beginning teachers from this cohort. The purpose of the study is to explore in depth the relationship 
between the beginning teacher, temporary engagements, and permanency. At the end of the questionnaire 
there is a request slip to indicate your interest in participating in the follow up study. 
7. If you require additional information please contact either 
(i) Dr Leonie Daws at QUT on 07 38643695 
(ii) Ms Carla Tromans Craigslea SHS 07 33507222 
8. An ethical clearance and an informed consent form will be attached to the questionnaire. 
Dr Leonie Daws 
(Director of Centre for Policy 
and Leadership Studies, QUT) 
{ e-mail:l.daws@qut.edu.au} 
Ms Carla Tromans 
(Deputy Principal, 
Craigslea SHS) 
Source: Education Queensland and Queensland University of Technology, August 1998. 
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